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Preface 


‘Every teacher in English is a teacher of English.’ This remark first appeared 
in the Newbolt Report on ‘The Teaching of English in England’, published 
by the Board of Education in 1921, Like most epigrams it is a half-truth. 
The true part of it is that teachers by their example may instruct more 
powerfully than by their lessons; and the way they use English will influ- 
ence all their pupils. The untrue part of it is the notion that anyone who 
can speak English can also, by virtue of that fact, teach it. 

We believe that there are large numbers of teachers engaged in English 
teaching who are baffled by the conflicting ideologies that occupy the 
minds of some specialists in English, and who want practical guidance 
about what to do. We have tried to provide this guidance by a combination 
of principles and examples, so that the reader will be able to use the 
principles to work out further examples for himself. 

The main conflict among English teachers in recent years has concerned 
the relationship between language and literature. Without pretending that 
we have effected a finally adequate reconciliation of the claims of 
literature with those of the linguistically-orientated approach, we have 
tried to offer a synthesis which will make practical sense. The general 
pattern of English teaching has undergone a great deal of change in the 
last twenty years or so, and such change will continue. Many books about 
the subject have been written in that time, some of them from embattled 
positions, and it is not our intention to add to that long debate. Rather, we 
have tried to make a straightforward guide to the best of current thought 
and practice. 

We have focused on the teaching of mixed-ability classes in the age 
range from 9 to 13. This reflects the area of greatest need, since it is the 
age range in which the most formative changes in the language competence 
of children occur, and where the greatest opportunities for a major 
improvement of classroom practice exist. 


y > 
"We wish to thank Norman Newhouse, Sylvia Stephenson, and other — 
_ colleagues for their care in reading large parts of the manuscript and 
i _ helping us to remove some of its defects. We are grateful, too, for 
ussions over many years with colleagues and friends in the National 
Association for the Teaching of English, and especially to its former AY 
Chairman, W.H. Mittins, who encouraged the first proposal for a guide of 
this kind. The errors which remain, like the opinions we express, are the 
_ sole responsibility of the authors. 


Anthony Adams — 
John Pearce 
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Chapter 1 


The tradition of English teaching 


For a number of years there has been a scarcity of English teachers with 
specialist qualifications in the subject. Quite apart from official figures which 
may be available, this has been obvious to head teachers and administrators. 
There is a difference between a shortage of English teachers and a scarcity 
of specialists in subjects like French or Mathematics. The teacher who 
knows little French cannot teach it; and likewise with mathematics: But 
many teachers are expected to teach English, and to be able to do so, 
simply by virtue of being speakers of the language. This may not always be 
a bad thing. Indeed, we have seen many cases where it has been an excellent 
thing. But it does mean that schools can ask members of staff to ‘do a little 
English’ without inquiring too closely into the teachers’ state of readiness 
for the work. One consequence has been a stream of inquiries about how 
English should be taught. 

A very pressing reason for trying to give these queries a coherent answer 
is that English teachers, within their own specialism, have become notorious 
for the length and acrimony of their arguments about aims and methods. 
Most secondary teachers know that there are enthusiasts for creative 
writing here, believers in literary experience there, advocates of ‘basics’ 
somewhere else. To those not involved in the arguments between these 
ideas their supporters appear to be in collision with one another, often 
fundamentally. Most of these debates, however, are to our mind relatively 
marginal. We shall be concerned to identify and describe an approach to 
English teaching with which most specialist English teachers, whatever 
their individual emphasis, would feel generally happy. In order to do this, 
we shall try first to describe the pattern of thought and practice out of 
which many of these dissenting voices sprang, and which remains, for most 
others who have stayed at school to 18, the basis of their thinking about 
the subject. This pattern was adequate in its time but is not adequate today; 
and it is not difficult to understand why. 
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7 ee First, however, we would like to emphasize that ‘non-specialist’, as we 

x use it, is a descriptive term and in no sense a critical one. There are many 

ad English teachers who, having trained in other subject fields, took up work 

‘in English for the love of it and became outstanding specialists in it. The 

number of teachers who make this kind of shift between fields appears to 

F E e growing, which is all to the good, and we would hope that those 

__ thinking of moving towards English may find these pages useful. In 
secondary schools, also, many English departments are led by a single 

“specialist, with a team made up from portions of the time of a whole 

= series of specialists in several other subjects. Again, there are many 


_ teachers of middle school and older junior school classes, who have to 
Cater for almost all of their pupils’ work in the ordinary curriculum, but 
feel that their work in English lacks the zest, the technique, or indeed the 

ffectiveness of their work in mathematics. Many students in colleges 
f Ro education have a pattern of studies which includes a very attentuated 
4 ‘method’ course in English, and find that it does not prepare them ad- 
~ equately for so vital an element in the curriculum they have to teach. We 
_ believe that all these kinds of teacher, and others, will welcome practical 
__ help offered in a principled fashion. That is, our examples are grounded in 
_ arationale from which teachers can work out further examples for 
BE neies. and we have tried to make our principles explicit, rather than 
Be them to be inferred from the examples. Taken together, the very 
diverse kinds of teacher we have mentioned add up to a considerable 
fluence in the educational system. At a time when there is wide public 
id professional concern about English teaching we feel that they should 
= receive more recognition, that the difficulty of successful work in English 
_ should be appreciated, and that they should be given the support of 
A up-to-date knowledge. 

___ One may well ask what the whole body of non-specialist English teachers. 
_ might have in common, so far as it affects their conception of the subject 
i and the proper way to teach it. In many matters of detail, probably, the ' 
"answer would have to be that they have very little. A majority of them, 
A however, and certainly the vast majority of those over 25 , have shared a 

common experience of English at a formative stage of their own é 

w educational careers: they have been candidates, usually successful, for 
_ the Ordinary Level of the General Certificate of Education, and their 
$ subjects have included English Language and, often, English Literature. 


i essentials of the subject. The approach to English that was implied by 
the way it was examined in the G.C_E. until very recently was avery 
strong influence on the earlier work of those who took the subject. In 
giving an account of the approach to English which led to the GCE, 
therefore, we shall make some unavoidable generalizations in order to 

identify the main features of it. k 
Quite the most distinctive feature of G.C.E, English work, however, 
until a little over a decade ago, was that it was largely confined to grammar 
and public schools. Many of the pupils in these schools came from back- X 
= grounds which were linguistically privileged or very ambitious for their _ 
_ children. For many pupils, the English curriculum in those schools could — 
take for granted, and could rely on, a degree of linguistic competence in 
the pupils which the comprehensive school of today finds itself having | p | 
to create. The teaching which resulted could make a number of assump- “A 
_ tions which no longer hold. Our thesis is that the model of English teaching 
_ which was a formative experience for most of today’s teachers cannot be 5 
expected to work in today’s classrooms. This is not necessarily a criticism — 
of O-Level itself. Rather, it is a criticism of applying to a quite new AY 
_ situation the assumptions and practices which were well adapted toa 


oncern, and may be quite unknown to the non-specialist, so that for th 


_latter the enduring influence may well be the pattern as he experienced 
__ it before these changes. 


Language and literature 


’ The G.C.E. inherited from the older School Certificate the practice of 
_ treating English language and English literature as separate ‘subjects’. It 
= also inherited the division of ‘language’ into ‘component parts’ usually _ 
known as ‘essay’, ‘summary’, ‘comprehension’, and ‘grammar and usage’. 
To agreater or lesser degree, the generations of textbooks published for 
__ preparing candidates for English adopted these divisions, and generations _ 
` of teachers followed them without serious question. As we shall seein hoi 
Chapter 9, there were dissenting voices as early as 1917, but it was nomi 


an 
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1965 that the form of the examination began to change to any 
icant extent. The way in which historical change could cause an 
ination to become out of step with its clientele and its original 
ntions is well illustrated by the case of English Literature. It settled 
early into the procedure of questioning candidates very closely on a 
all number of prescribed books, usually three at Ordinary Level. The 
umption was at the time that the three books would be representative 
, and only a small part of, the wider reading naturally pursued by the 
lidate. However, as the population of secondary schools grew, and in 
ime expanded out of all recognition, what happened in practice was that 
_most candidates concentrated on the set books to the exclusion of all 
el What originated as a sampling developed into a memory-grind, and 
enormous increase in numbers taking the Ordinary Level examinations 
the 1950s and 1960s accentuated the difficulty of bringing about i, 
improvements!. There are now many more choices of syllabus and of ty 
ach available in O-Level both in English language and in English j 
rature. The Certificate of Secondary Education (C.S E.) has treated 
age and literature as parts of a single subject. Sustained efforts 
ow taking place to bring about a Common Examination at 16+, and 
problem of reconciling this difference in ec is a good example 


f the difficulties which these negotiations will have to overcome. 
a 


past the ability to write a particular kind of prose at some length 
regarded as one of the acid tests of the ‘educated’ man. Such prose 
onceived as being addressed to a public audience, impersonal in 
ession, formal in style, without topical or very local allusion, and free 
rom literary adornment and from colloquialism alike. This kind of prose 
yas normally referred to as ‘essay’ writing or ‘composition’. Its justifi- 
cation was usually held to be linked with the future demands of academic 
life. For those who are to pursue scholarly studies that justification may 
| apply, but the point of entry to higher education has moved from 
18, so weakening the case for a test of this kind at 16. Moreover, 
ide university work, ‘essay’ prose is almost never expected of adults 
ess they are professional writers. Most adolescents and adults only Ve 
it te at length if they have a compelling motive. Even when they d 
ire usually free to use the first person, and to ignore ral o 
‘ tions which used to be part of the ‘conventions, 
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for a motive is especially pressing in the case of children, and the lack of 
one is evident in the oft-heard cry of ‘Please, sir, I can’t think of anything 
to say.’. 

Teachers who found themselves faced with this response to classroom 
writing-tasks in most or all of their classes, as they usually did in secondary- 
modern schools, were led to experiment with much less rigid frameworks. 
They discovered the potential of using stimuli for imaginative forms of 
expression. They saw the value of free verse as a medium for their pupils. 
They felt their way to abandoning altogether the conventional norms of 
seriousness and length which pervaded ‘composition’ in schools a gener- 
ation ago. And they found that in the long run the pupil who as a third- 
or fourth-former did a great deal of committed or engaged imaginative 
writing was, in his O-Level year, a much better writer. 

The argument from higher education, which we have mentioned as 
one justification for ‘essay’, was for many years supported by the argument 
from marking. This held that imaginative writing was impossible to mark 
fairly, and hence that the really serious writing, that done for examinations, 
should exclude it. The argument has crumbled with remarkable speed in 
tecent years, chiefly through the influence of research at the London 
Institute of Education. Professor J.N. Britton and his colleagues carried 
out a study (“Multiple Marking of English Composition’, Examinations 
Bulletin No. 12, H.M.S.O.) which has affected everyday practice a great 
deal. It showed that a panel of two or three examiners, using a basis of 
rapid ‘impression’ marking, could mark O-Leyel compositions more 
reliably and more fairly than a single examiner working alone with a 
detailed mark-scheme. Most of the G.C.E. examining boards have adopted 
multiple marking to some extent, and the greater freedom which it brings 
to the examiners who set the question papers is already evident. In 
particular, the frigid formality with which question papers used to address 
the candidate is disappearing, and the traditional one-word subject has 
been replaced by more constructive guidance, Here, as in other respects, 
the formative experience of English which many future teachers are now 
having at 16 is much more diverse than it was. 

The London Institute’s research also explored the responses to differing 
Kinds of writing task. The discussion of abstract topics or ideas brought 
relatively less successful writing, even from able candidates, but the use of 
imaginative stimuli such as music or poems led to significantly better 
writing. The tasks which the candidates found more enjoyable also appear 
to have brought a better performance in respect of mechanical accuracy. 
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iticamprekension 

One of us recently heard a student describing a former teacher: 

‘She used to bring in a duplicated sheet with a poem or a piece of prose 
on it. We would usually read it through and find it quite beyond us. 

_ Then she would start digging away at it with us. She almost never told 
us anything: just asked questions, and we had to work it all our for 

" ourselves, out loud. Nine times out of ten what we dug up would be 

~ fascinating. Even if we had read a piece before, we found all sorts of 
“new things there. She was wonderful at asking the question you never - 
thought of, and she always seemed as fascinated as we were. 


© by exercising a gentle pressure to bring about in the pupil a more accurate, - 
" perceptive, and complex response to language. It has two long-term aims. 
One is to bring the pupil to view himself, when he is engaged as a reader, 
"as capable of perceiving much more in a text than he can hope to see at 
_ first glance. The other is to bring about the realization that the ensuing 

_ effort of closer study and perception is rewarding and enjoyable. 
= In this sense, comprehension work is to some extent an open-ended 
_ procedure: the response of a class to a text should not be predetermined, 
But for all its difficulty, the process of mutual engagement in exploring a 
y piece of written language is of central importance in English teaching, at 
every level of age and ability. The reason for this is clear: language is not 
= Simple. (Literature would be very dull if it were.) In particular, language 
a is not just a linear sequence of discrete chunks of meaning. Any attempt 
to put meaning into language entails allowing for the echoes set up by 

_ the language used just before, whether we are merely conversing with 

friends or operating in a wider context. For example, the words of the 

_ Book of Common Prayer ate being exploited as well as alluded to in 
__ Shakespeare’s 

-Let me not to the marriage of true minds 
Admit impediments. 


-~ In the same way, the weight given in our minds to the last consonant of 
' ‘admit’ is increased by its near-echo of ‘Let’ and ‘not’ in the previous 

_ line. In any literary text, whether prose or verse, novel or play, the 
_ meaning of any one item is more than its dictionary definition. Un- 


vering this complex web of interconnection between the partsofa 
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work is an integral element in ‘compreheasion’ work. 
TAC! The treatment of ‘comprehension’ in examinations and their prepara- 
| tory textbooks may seem a far cry from what we have just described. We 
g find passages of prose, usually non-fictional, with sets of words and 
phrases picked out, and invitations to say what they mean ‘in your own — 
words’. This approach to comprehension usually takes it for granted that _ 
the exercise is to be a written one. The mutual exploration of meanings — 
which is the heart of real comprehension work depends vitally, in our 
view, on being done orally. The use of a written procedure inevitably 
brought about a profound change in the activity taking place: response and 
exploration were replaced by vocabulary-hunting and a search for right 
answers. The change was so great that the activity which became conven- _ 
tional under the heading of comprehension urgently needed a justifi ication. 
The one most commonly offered was that it extended the pupils’ fy 
vocabulary, and the younger the pupils involved the more firmly this 
defence was adopted. 


children learn, in the sense of acquiring additional working vocabulary, 
from comprehension exercises, is infinitesimal. If a pupil does a 


_ them carefully, he will perhaps encounter thirty words which he has not 
met before and as many again which are only dimly familiar. In the natu 
of the case he is unlikely to remember and subsequently use more than a ang 
of these. As a way of acquiring a dozen new words a year, comprehension _ 
exercises are laughably laborious. This is, quite simply, an inefficient way — 
of doing that particular job, which is far better done by helping children — y } 

to become enthusiastic readers and eager talkers, with challenging wrii 1g 
tasks and free access to dictionary and reference book. The trust which 
has been placed in comprehension exercises rests on confusing children’s 

recognition vocabulary with their facility in providing synonyms and 
paraphrases. į 
It will be objected, of course, that the teacher has a duty, with many 
children of 9 to 13, to ‘give them language’. But normal children over : 
the age of 9 cannot be described as ‘not having language’. Rather, they 
appear to be in this condition because they are constrained in some way 
to speak less freely than they are able. Children very frequently do not 
_ produce the language a teacher is looking for in the setting where it is å 
expected, but that is a quite different matter. It cannot be stressed too 

‘often that English teaching needs to start, not with efforts to ‘give them a! 
nguage’, but with a search for ways of getting children to give us the -~ 
nN 
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e importance of ‘précis’ or ‘summary’ in the formal English work of 
“secondary schools has declined dramatically in recent years. Some of the 
G.CE. boards now say in their O-Level English syllabuses that it may not 
occur in question papers at all, and when it does appear it is in a much 
less formalized way than in the past. This decline corresponds closely to 

movement of specialist opinion, which has come to regard summar- ; 
izing as not particularly valuable, or even particularly reliable as an ' 
examining device. Certainly there is no need whatever to include summar- _ : 
ig, Or exercises designed to lead towards it, at any time before the ie 
urth year of the secondary course. This position is in marked contrast to 


exercise needing long preparation. For this reason, exercises in it appeared 
n the second-year sections, and even in some first-year sections, of course 
ooks. Many course books dating from that period are still in use in schools 

and such exercises as may occur in them up to the third year of secondary — 


work should be ignored. This illustrates both the tendency of O-Level 
roaches to assert themselves further and further down the curriculum, 


d the unfortunate effects of using course-books which have become out a 


mmarand usage — 
he typical Ordinary Level paper in English Language in the 1950s 
warded 40% of the marks for the essay, 25% for the comprehension, 
1 25% for the summary, and the balance for a question in the area 
ed ‘grammar and usage’. Because many who have succeeded in their 
educational careers eget some kind of grammar during those 

a 


areers, they believe that lessons in clause analysis or the parts of speech 4 
ere of direct value in helping them to speak or write better English. This 
sam ib: 
aitly sophisticated basis and has been found quite without foundation. 
or a summary, see Andrew Wilkinson’s The Foundations of Language, 
ot, until they appreciate that what applies to grammatical knowledge 


erfectly natural viewpoint, but it has been put to the test of research 
0 

pp. 32—5.) Many teachers will find such a conclusion difficult to iy 
ng a foreign language does not apply at all in one’s own language. 
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Moreover, the use of questions about grammar was firmly rejected by an 
official committee of high professional standing in 1965, and has been 
almost entirely abandoned in G.C.E. examinations. (Eighth Report of 
Secondary Schools Examination Council, The Examining of English 
Language, H.M.S.O.) 

English teaching in the past decade or so has accordingly given up 
teaching the formal nomenclature of grammar as well as the procedure of 
analysis which used it. Many teachers regard this as throwing the baby out 
with the bath-water, believing that the names of the parts of speech are 
part of the common cultural stock, however sadly misunderstood they 
may often be. There are circumstances where it may be genuinely useful 
to know what a noun is, and where a child who does not know is placed 
at a disadvantage. The same may well apply, at thẹ middle-secondary stage, 
to such concepts as tense or clause. An English department, and in a small 
school the whole staff, should attempt to reach agreement about what 
terms it is going to teach and when. But it should be done on the clear 
understanding that nobody expects such knowledge to have much effect 
on how well the pupils use language. 

The distinction between grammar and usage is more complicated. 
Academic specialists in the study of language, that is to say scholars in the 
field of general linguistics, are unanimous in reserving the term ‘grammar’ 
for the descriptive study of how language and its users do behave. The 
general run of people view ‘grammar’ as prescriptive, i.e. as setting forth 
how the language ought to be used. Considerations of correctness, 
however, really should be treated as questions of usage. One reason is that 
‘bad grammar’, strictly speaking, exists only in unmeaningful sentences, 
which normal native speakers of a language do not produce. A more serious 
reason is that matters of correctness are subject to the inexorable fact that 
language changes. For example, the prestige of standard English accents is 
much less than it was a generation ago; the distinction between ‘will’ and 
‘shall’ has virtually disappeared; within another decade or so, the notion 
that there is anything dubious about ‘different to’ or ‘different than’ will 
have been forgotten; and the old taboo has almost gone that it is naughty 
to occasionally split an infinitive. There are many who feel personally 
threatened by linguistic change of this kind. This is because their own 
education forged a deep-seated bond between their sense of their own 
identity (as, among pther things, ‘educated’ people) and their adoption 
of certain patterns of linguistic usage. Since we now live in a very different 
kind of society, we do not benefit the children of this generation by 
creating a new intolerance of the same kind. 
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The close connection between usage and social rather than linguistic 
distinctions in England has created a ready market for manuals like 
Gowers’ The Complete Plain Words (Penguin). As guides for the 
uncertain, these have some value, but they have limitations. Like some 
dictionaries, many of them reinforce the idea that spoken usage, under 
the pejorative label ‘colloquial’, is bad. Hence, they imply that written 
English is better than spoken, instead of merely different. For reasons to 
be explored in later chapters, the spoken language of children between 
fi 9 and 13 is one of the English teacher’s most valuable resources, and 

should not be discountenanced unless it is actually offensive. In any case, 
many English teachers think it is disproportionate to spend time getting 
k the pupils hung up over errors which will drop out of use as they mature. 
, A community which is no longer worried about undoubtably is also 
g unlikely to be disturbed by get hung up over. There is a place, of course, 
for sustained exploration of verbal contrasts which depend on a single 
syllable, especially in that important area of the lexicon that relies on 
prefixes and suffixes, but this is best done as an exploration into the 
= resources of the language rather than as a process of picking one’s way 
= between right and wrong. The underlying processes of affixation in 
h English are remarkably regular, but even here the constant invention of 
new terms provides more evidence of the weight of linguistic change, and 
hence of the absurdity of laying down rigid rules of usage? . 


Literature 
Class readers and set books 
One of the underlying assumptions of the English curriculum which 
derived from O-Level was that it could be taught in lessons where a whole 
class did the same thing at the same time with much the same outcome. 
if f The coming of the mixed-ability class has overturned this assumption. It 
= Sems that a high proportion of comprehensive schools have moved from 
= Streaming their initial intake and have opted firmly for mixed-ability 
‘grouping for at least the first year. Where certain key subjects can be 
_ ‘setted’ into ability groups, mixed-ability classes continue for English and 
= other subjects well beyond the first year. If the component parts of the old 
approach to language work prove impracticable in such a setting, those of 
literature work do so even more clearly. The class reader, once a staple of J 
classroom English, is a case in point. It was usually a prose book and often : 
a classic novel. Parts of it might be read aloud by the teacher, but most 
would be handled by ‘reading round the class’. This procedure often í 
enabled the teacher to secure close attention by making unpredictable 
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changes of the pupil doing the reading. In this way a teacher would secure: 
very close attention—to himself rather than to the text. As a way of involv- 
ing children in literature it proved cumbersome, since those who were 
interested read ahead and the rest were often bored. In other settings the k 
f class reader was apt to be rationalized as a way of improving the pupil’s 
re reading ability. The experienced teacher of juniors, of course, will see at 

once that it is an inefficient way of helping a child who is behind in reading, My 

since the use of the whole class as an audience increases anxiety. The need ‘ey 
d in such cases is for individual attention or work in very small groups. 
The contradictions of trying to use class readers with mixed-ability 
groups can be resolved in many ways, ranging from the individual’s self- 
chosen book from a class or school library to the use of reading-groups ‘ 
where each member of a group has a copy of the same book and there are | 

__-work-cards and instructions which enforce a careful reading of it. The 
solution to be adopted has to be chosen in the light of the particular Ar: 
conditions, bearing in mind that children read more, and read it more PA 
= profitably, if they are reading books that they enjoy. The practice of ae 
"setting children free to choose their own in-school reading, and equipping 
school libraries to cater for this demand, has greatly improved ordinary 4 
English teaching. Such a change entails restoring some element of close a 
reading, and making provision, where necessary, for individual children to ~ 
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ig be heard reading aloud by an adult. We deal with several aspects of this 


‘hee “matter in later chapters. 


= The study of ‘set books’ derived from the syllabuses of English 

a, literature examinations, and often led to similar treatment of class-readers 

© with younger pupils. This often took the form of context questions, where 

© ashort extract (usually known as a ‘gobbet’) was quoted, for the pupilto | 

_ ‘place’ in its fuller context and comment on. For the candidates for 

O-Level English literature the unpredictability of gobbets remains an 

anxiety, but many question papers have changed in recent years to a more 
Open approach. A gobbet approach to class-readers with pupils under the 
age of 15 is quite inappropriate: if a text is imaginative literature in prose | 
or verse, it calls primarily for an imaginative response, in talk or drama or f 
writing. ue vi 


ae 
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____ Poetry and plays 

|: Bes: We mention these elements very briefly because they have been more open 
ae < to change over a longer period than other areas of English teaching. Many 
= teachers needed little persuading that a class sitting passively reading out 
è the lines of a play was not grasping more than a fraction of its significance. . 
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f The proponents of drama in education are far from unanimous about how 
y work in improvization should be linked up with the study of written plays, 
i but the question is widely discussed. To a lesser extent poetry in the class- 
room has also moved from a passive study of other people’s writing to an 
active, creative engagement in poetic expression. It is again true that the 
condition of the stock cupboard has all too often been a brake on progress; 
however, the use of free verse as a medium for children’s writing has been 
supported by most of those who have written since 1950 on the teaching 


of English, and its effectiveness with a wide range of ability has fully 
ph. justified it. 


Course books 
In its most rigid form, traditional English went further than dividing 
the subject into separate components. It often provided each component 
with its own textbook and gave each class a Separate weekly period for it, 
Pressures of cost and convenience, however, naturally led to the writing 
of series of textbooks which sought to bring the main components within 
a single book, with one volume for each school year. Not surprisingly, 
_ such course books prospered, especially in the rapid expansion of 
secondary education which followed the 1944 Education Act. However, 
__ the majority of English specialists have in practice relied on them for a 
short period at the beginning of their careers, only to outgrow them. This 
is because the course book normally sets finite goals and causes a i 
_ fragmentation of what the teacher would like to see treated with coherence. i 
_ The exercises which are the basic material of course books predetermine 
__ the outcomes of class work which the teacher would often prefer to keep 
Open-ended, and are often based exclusively on written sources. Another 
= reason for the failure of the course book in England has been the natural 
desire of publishers to cater for many different markets in a single "i 
publication. These have usually included English-speaking schools in 
Africa and many other parts of the world, whose needs are quite different 
from those of the domestic market. Secondary course books may be a 
useful support when no other help is available; and that is a situation 
which is still regrettable, however common it may be. r 
The emergence of full-scale curriculum development projects in recent 
years has also thrown into doubt the value of course books written by 
individual teachers, since project materials draw upon a much wider range 
of knowledge and experience, and are often Subject to some degree of 


_ testing and evaluation. Perhaps fortunately, no project has been set upto 
Pe 
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product anything like a course book for English. Many publishers, however, 
have begun to take much closer cognizance of the views and practices of 
English specialists, and have issued collections of materials which break 
free from the established course book pattern*. +g 
The position of course books in secondary school English is thus 
weakening considerably. The same can hardly be said about course books 
written for use in primary schools. These take two forms: series of text- 
___ books, and series of workbooks. The textbook form is open to precisely - 
__ the same objection as the secondary kind, with the additional problem 
_ that they contain information about language, and especially about 
‘correct grammar’, which is both quite unnecessary and in many respects 
_ inaccurate. In particular, course books for primary schools show no ? 
awareness, for the most part, of the wide differences between spoken and 
written language. i 
In workbook form, textbooks in English for primary schools rely on 
exercises which ask children to put single words into ready-made slots. 
Such work may reinforce reading, but it offers no instruction whatever. 
_ It keeps children superficially busy while the teacher attends to more 
¢ urgent needs. The pacing, timing, and linguistic content of most such 
workbook series are often extraordinary. The amount of vocabulary 
which an able child would gain from them is no greater than would be 
_ gained by formal comprehension exercises at a later stage, and for average 
children the gain would be even smaller. The same amount of time devote 
_ to reading children’s novels of reasonable quality, or to talking with a 
mpathetic adult, would do infinitely more good. i; 


onclusion 


e approach to English which relies on a sharp division between literature Ber 
and language, and between the component parts of the latter, breaks down 
the classrooms of today. This fact reflects both the unsatisfactory 
analysis of linguistic realities lying behind such divisions and their origin 
a set of test procedures. The realities of English are no longer met by 
ing ‘component parts’. Literature can only exist in the medium of 

language. Language is powerful when people make it their servant rather 
_ than their master. When they go further to make language express comply 


2anings in complex ways, they are on the way to making literature as 


to exercising control over an otherwise inchoate experience of NS 
e Beyond this, too, children of any age need the contribution that only 


ae aA 
litera 
ae 


ure can make to their education. For it extends their horizons, 
enges their minds, stirs their feelings—and it does these things with 
ords. Because literature cannot exist without language, and language 
ithout literature is less than humane, the alleged competition between | 
_ language-centred and literature-centred approaches to English is for us a i; 
sterile distraction. " 
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Chapter 2 


The foundations of English teaching 


The traditional approach to English is in many ways like the traditional 
approach to other subjects in supposing that the subject can be divided up 
into components. But it is not only in its indivisible quality that English 
differs from other subjects. For as well as being an element in the curricu- 
lum, English provides the medium of instruction for all the others. More- 
k over, many of the other school subjects derive from academic disciplines 
__ which provide an obvious structure for the planning of school instruction, 
and which specify a body of knowledge to be imparted. History deals with ' | 
a body of historical events, and the time scale itself points to a structure = 
for syllabuses. Pupils can thus be asked to study the evolution of present- 
day institutions, or the growth of civilizations from their earliest times. w 
ie 4 Such structures may be crudely over-simplified, but their relationship to ‘ 
= the underlying scholarly discipline is plain. 
In fact, of course, most subjects taught in school are undergoing a i 
process of rethinking. The relationship between school subject and schol- i 
© anly discipline is in question all over the map of knowledge, and the com- 4 
Plex process by which society defines and distinguishes between disciplines 
is itself now coming under intense scrutiny.” The sense of crumbling bound- 
aries between once clearly distinct subjects is affecting many teachers who = 
- ate dissatisfied with the traditional subject disciplines as a basis for the . 
School curriculum. Partly the discontent reflects the difficulty of finding 
Toom in the timetable for adequate representation of each subject. It also 
Teflects a growing awareness that traditional subjects can only be e asi I ý 
parate subjects at the price of forcing pupils into ba e atteerat ott y 
____ ture specialization. The English teacher is particularly strongly at AE 
Ri this prevailing unease. Nobody questions the e e t o : 4 
_ ©Ompetence which English teachers exist to produce in their ne oe s 
= Contrary the demand for it is stronger than ever. But the scholarly isciplines, 
Of English, as they are sustained in universities and colleges of eau E 
zp Y emphasis on literary criticism and scholarship, or on linguistic theory k 
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and analysis, studies which have a very tenuous connection with English 
lessons in the middle school. The widespread debate about English teach- 
_ ing reflects a basic uncertainty about what the English teacher should 
teach and what his pupils should learn in the classroom. 
At the same time the pupils who face the English teacher have become 
_ sharply more diverse than they were. The increased numbers of immigrant 
pupils, the diversification of junior school work brought about by the pro- 
gressive removal of the 11+ selection procedure, and the steady decline 
of deferential respect for middle class ways of speaking are only the 
most obvious factors at work. In these circumstances some teachers 
__ have taken refuge in a version of traditional English teaching which is 
distressingly superficial and inert. There has been some reversion to ap- 
x f; proaches which employ a cumulative, step-by-step pattern of learning, For 
= example, many junior school pupils are taught information about nouns 
and verbs, so that they can write simple sentences. They go on to adjectives, 
adverbs, prepositions, conjunctions, each in turn attended with exercises 
and tests, and the assumption appears to be that at the end of the process 
=the pupils will know how to write sentences which use these parts of -~ 4 
= Speech because they know what the parts of speech are. In the same way, 
| ata higher level, A.F. Scott’s well-used From Paragraph to Essay (C.UP.) 
= Suggests that the secondary school pupil can move from practice with the 
simple sentence, through mastery of the complex sentence, into control 
= Of the paragraph, and beyond it to joining paragraphs together to form 
v essays, There is an appealing simplicity about these approaches. The truth 
= is that language skills do not accumulate in this simple fashion, and cannot 


me be made to do so in the classroom. One of the reasons is that the descrip- 
tion of language underlying such 


is 


a glish teaching which lays emphasis L 
_ on knowing biographical and other information about great writers, or 


_ historical fact about literary periods, or grammatical information about | 

adjectival clauses. Both the step-by-step-to-competence model and the Be | 
_ body-of-knowledge model have been recognized for many years as inadequate 
for English teaching. The ‘traditional’ English teaching we have charac- is 
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often in the same class, could not be handled in class lessons which were 

based on it. It proved inadequate on the more academic side because its 
account of language itself, of the nature of language learning, and of the 
teal value of literature were all found wanting by the scholars on whose 
judgement the sanction for a school education ultimately rests. At the 
same time, a large proportion of English teaching concerned itself with 
the close study of literary works, and generations of teachers have done 
inspired and inspiring work with often dreary materials handled in ped- 
estrian ways. We shall explore some of the subsequent changes in English 
teaching in our closing chapter. At this point it is necessary to answer the - 
question: what model would we suggest instead? 


An alternative model 


It is not an evasion to say first that to look for a model may be to ask the 
_ wrong kind of question. If we are looking for a pattern of teaching, we are 
possibly looking for something which can be done with whole classes, ne 
where every pupil does the same thing at the same time. That kindof 
model we cannot offer. Only a limited proportion of English work can be 
Í done on such a basis. This is because even in a streamed class the variation 
a, between pupils is enormous, in those respects which bear on English. A 

_ class may have been very carefully streamed so that its pupils are within 
only a point or two of having the same I.Q., or so that all its pupils can ; 
_ comfortably master G.C.E. O-Level mathematics in four years. But howevei 
homogeneous a class may be in any selection of educational respects, it Mig 
_ will present a staggering range of competence with language and an equally — 
wide range of personal and emotional maturity. It may not be the duty of 
___ the English teacher to reduce this diversity, but it is clearly his obligation Pi 
-to respond to it. The practices of traditional English teaching have usually — 
concealed this variation, not always to the advantage of the least successful 

- pupils in a class. À 

Carried to a logical conclusion this position would convert all English — 
teaching to a process of individual instruction for every pupil, which o; \ 

the face of it is wildly impractical. We shall explore in some detail, however, 
the ways in which a fair compromise can be achieved. One element in out 
model will be the systematic use of small groups. The central tasks of Englis 


ih l a foster the personal growth of children and to increase their Bete 
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__ than by their slowness at reading, discussed the problem at length. They 
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and identity’ model. We think it peculiarly important to see the two 
components of this model, not as distinct and separate entities, but as ' 
inter-penetrating elements: an adolescent whose competence with language 
is supremely gifted may so lack a sense of his own identity or a sensitive 
awareness of people as to be able to use his language skills only for destruc- 
tive ends. In the same way, a child of 12 who is mature and sensitive beyond 
his years will be unable to turn these virtues to any account if he is seriously 
deficient in selecting what to say to people and how to say it. 

By ‘identity’ in this context we mean rather more than the narrow 
definition of the term in formal educational psychology. We mean, certainly, 
the individual’s understanding of himself as a person distinct from other 
persons, and of the ways in which he resembles some and differs from 
others. But we also have in mind a conception of identity in which the 

_ emotional growth and awareness of the child is cushioned against the thou- 
sand natural shocks that childhood especially is heir to, so that the child K 


_ is enabled to explore the world of feelings and pains and pleasures in a 


supportive environment. The English teacher is privileged here because 

he is the purveyor (to put it no higher) of a range of literature which finds 
no other point of entry into the school curriculum, and if he can select it 
with insight and mediate it with skill he can make a permanent and 
incomparable difference to the personal lives, to the identities, of his 
-pupils. We shall have much to say in later chapters about the competence - 
aspect of our model, but the identity aspect should come first because it 
has proved for thousands of children the source of the motivation to ‘leam - 


to use words’, as T.S. Eliot put it. It will perhaps clarify the matter to give 
two examples. 


One of them comes from a primary school in a rural area of intense 
cultural and linguistic impoverishment. The staff, uneasy about the slow 
progress being made with workbooks and instruction about grammar and 
parts of speech, worried even more by the children’s reluctance to talk 


concluded that behind the poverty of language lay poverty of experience, 
so they set out to build a curriculum to put this right. Some of the changes 
were very ordinary. The paintings on the walls were changed every fort- 
night. There was a film once a week. Some classes had doubled story-time. 
The library van came sooner. The organized journeys happened more often 
and went further. Some of the changes were less ordinary. The teachers 
believed firmly that they should not try to take the children too fast or 
< “into ineton strange. So every child’s personal hobby was supported and 
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expanded. The community was combed for other hobbies, and the grown- J 
ups came in to demonstrate. A parent ran a tiny once-a-week bookstall 
and brought in a pile of Sunday papers every Monday. i 
_ The teachers based their English teaching on the same principle of 
building on what the children already knew about. One class, mostly aged | 
bly’ about the flood. Looking for material, the 4 


9, was to ‘do an assem 
teacher came across John Heath-Stubbs’ poem ‘The History of the Flood’. 


It is too long to quote here, but can be found in Copeman and Gibson’s i 
splendid anthology As Large as Alone (Macmillan). It begins with seven 2A 
pairs of lines like this: Te 


Bang Bang Bang 
Said the nails in the Ark. 


It’s getting rather dark 
Said the nails in the Ark. 
Seven children, with triangles, chanted these lines to a stately banging. Most i 
of the rest played the animals, but in mime instead of head-dresses (costume 
ily obscure the real demands of drama). In the middle of the poem 


So Noah sent forth a Raven. The Raven said ‘Kark! 


J will not go back to the Ark? 
The Raven was footloose, 

He fed on the bodies of the rich— 
Rich with vitamins and goo. 
They had become bloated, 

And everywhere they floated. 
The Raven’s heart was black, 

He did not come back. 

It was not a nice thing to do: : 


Which is why the Raven is a token of wrath, x 
And creaks like a rusty gate ix 
When he crosses your path; and Fate í vi 
ill grant you no luck that day: AUN 
The Raven is fey: ee: ES 
You were meant to have a scare. AD Al y 
Fortunately in England 1 i 
i The Raven is rather rare. 3 
The clear-voiced boy who read these lines showed a certain relish in K 


k or so later the teachers learned that the - v 
do’ had become part of the children’s } 


‘vitamins and goo’. And a wee 

_ line ‘That was not a nice thing to 

playground conversation. Again, this received a matter-of-fact reco; on e 
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Then the animals came ashore— 

There were more of them than before: 
There were two dogs and a litter of puppies; 
There were a tom-cat and two tib-cats 

And two litters of kittens—cats 

Do not obey regulations. 


One of us was watching a class of boys and girls aged 13. The teacher 
was a strict but adventurous young English specialist who had asked for 
guidance about ‘teaching poetry’—something he had not attempted very 
often. The children were fairly able, and had become unusually well-read 


for their age under the influence of the teacher. Rather diffidently, he 
distributed a duplicated sheet on which was the following: 


anyone lived in a pretty how town 


(with up so floating many bells down) 
spring summer autumn winter 

he sang his didn’t he danced his did 
Women and men (both little and small) 
cared for anyone not at all 


they sowed their isn’t they reaped their same 
sun moon stars rain. 


rst time in their lives how to keep exact 
angle. The headmaster remembers the barely 


who narrated the poem: he see. 
_ tolearn, in some strange way, that his loud voi 


stop getting him into trouble and have its uses, 


7 


med to begin 
ce, taken in hand, might 


children guessed (but only a few 
and down they forgot as up they grew 
autumn winter spring summer) 

that noone loved him more by more 


when by now and tree by leaf 

she laughed his joy she cried his grief 
bird by snow and stir by still 
anyone’s any was all to her 


someones married their everyones 
laughed their cryings and did their dance 
(sleep wake hope and then) they 

said their nevers and slept their dream 


stars rain sun moon 
(and only the snow can begin to explain 
how children are apt to forget to remember 
with up so floating many bells down) 
one day anyone died i guess 
i (and noone stooped to kiss his face) 
ae busy folk buried them side by side 
i little by little and was by was ` 
$ all by all and deep by deep 
k and more by more they dream their sleep 
Ate noone by anyone earth by april 
pe) ' wish by spirit and if by yes. 
Women and men (both dong and ding) 
summer autumn winter spring 
reaped their sowing and went their came 
sun moon stars rain 


First the teacher read the poem through to the class, quietly, slowly, 


Ke " savouring its echoes. He looked round at the baffled faces. Is it true, he 
ember? A few nods about 


asked, that children are apt to forget to rem 
; N the room. And that down they forget as up they grow? Embarrassed 
silence. Taking another tack, he read the third stanza again and read on 


__ into the fourth, stopping abruptly on ‘cried his grief’. After a pause, he — 
_ jumped to ‘laughed their crying’, and repeated the two phrases, side by 
side. A tentative hand in the second row: a ‘ 
= Is noone a person, sir? 
-If so, who’s the other person? 
se. Another pupil, one of the boys: 
Jh! I see: anyone’s the bloke and noone’s ‘is wife! 
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Then who are someones and everyones? asked the teacher, and he read 
the fifth stanza once more. ‘Said their nevers’? What’s he driving at? 

Well . . . it’s saying something you’ve promised you wouldn’t, ever... 

‘And laughed their cryings’? Long pause. 

Makin’ fun of somethin’ awful, like the yobbos does . . . 
The teacher paused, knowing only too well that some incipient members of 
that category were there in the room. . 

_ And ‘slept their dream’? | 

Took ‘em literal, never ‘ad any ambition, like. ! 

The talk was slow-moving, tentative, infinitely delicate in its exploration, | 


not merely of the text itself, but of its immediate, acutely felt implications 
for the children themselves, and their daily lives. The teacher did not labour 
the explication of every shred of the symbolism. He harked back to the play 
they had read the previous term, Thornton Wilder’s Our Town (Longman), 
and the comparison with another way of dealing with death was 
illuminating. After the thirty-five minutes of the lesson, with the bell nearly 
due, he read the poem through again, tentatively and steadily. 


Well? he said, looking round. q 
It’s beautiful . . the sort of admission that children of 13 do not make 

lightly. ha 
That’s all? 


Yes OK, said a boy, all of a hurry, but it ain’t soppy: it’s got my two 
uncles to a T! 
One would rarely have the reward of observing such teverberating, 
tense encounters in classrooms, but this lesson is not amere anecdote. It is 
an example of precisely what we meant by ‘select with insight and mediate 
with skill’. The boy who saw his uncle pinned down, defined, was being 
enabled to bring his own experience of people into focus, and to make a 
start on the long process of establishing his own identity in terms which 
satisfied his intelligence as well as his feelings. Classroom experience of 
this quality, repeated and elaborated over several years, affects people and 
makes them, if only very slightly, different from what they would other- 
wise have become. And while a treatment of literature that relies for its 
impact on ‘great moments’ of insight or experience is a foolish one, because 
it assumes that all children are influenced in the same way by the same kind 
of literary experience, such moments bring home to us that being an English 
teacher can be profoundly rewarding, 
The poetry lesson just described is an example of a kind of teaching 
which ought not to happen very often. It is strongly teacher-dominated, 
and the use of a very puzzling poem could be regarded as intended, 
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1 

J 
consciously or otherwise, to strengthen this dominance, especially with an j 
able class. This teacher needs to develop the use of small groups to explore K 


the meanings of poems which are perhaps more readily penetrable by 
children of this age, and to explore them in a deliberately less directed 
fashion. The pupils concerned need to have learned, over a period of time, 
that such explorations may have many different outcomes: another poem, 
a short story, a painting, a multi-voiced reading on tape, a setting to music, 
or whatever the original may stimulate the group to produce. 


The model in practice 

If it is a business which cannot be adequately described as the transmission 

of a body of knowledge or the cumulative building of skills, how then may 

it be described? Our answer to this question has to be a practical one: it can 
only be described in terms of the activities in which pupils engage in the 
classroom. Because one element in our model is a competence with language, — 
these activities are best viewed as language-using ones. All use of language is = 
for the purpose of communication, and this in turn is a two-way process. 
The activities which use language, therefore, fall into pairs, each with a 
receptive and productive member. Talking hangs together with listening, 
and reading with writing. These four activities constitute the basis of class- 9 
room English. Talking is by far the most important of these, because itis 
the means of communication which will dominate the practical lives ofthe 
overwhelming majority of our pupils. The emphasis here is on talking, rather 
than the much more formal and difficult activities of speech-making or 
debate. The importance of talk hardly needs stressing, yet it is far from 
Occupying its proper place in the curriculum: a majority of school pupils 

are given careful instruction in observing outdated conventions in writing 
letters, yet receive virtually no guidance on how and how not to conduct 

an intelligible telephone conversation. Talking and its corollary, listening, 
form the bedrock of our English curriculum. 

The'second series of activities to be built into English work is the range 
of activities associated with reading. We shall deal with this at greater length 
in Chapter 5. Here we would mention only two key points. The preoccu- | 
pation with reading as a skill has led to an emphasis on schematic instruction 
which has far outrun the real need for it. There are very few reading schemes 
which really need all the ‘extension readers’ with which most of them are 
equipped. If a child is ready to move beyond the reading scheme into 
‘extension readers’, he is in fact ready to move beyond books written with 
an eye chiefly on the simplicity of the language, to books written chiefly 
to tell a story to children of a particular age. Secondly, many 
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___ of it will be transactional (see p.77), designed to seek solutions, try them 
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teachers in the past have bemoaned the fact that some children ‘do not read 
at home’, and never do any ‘outside reading’. If this is true, the response of 
the English teacher is simple and direct: supply the books that are needed, 
and bring the reading ‘inside’. 

We shall deal with writing as fully as space allows in Chapter 6, and with 
the problems of how to cope with its output in Chapter 7. Just as we want 
to see pupils who are readers, rather than children who can read,so we want 
to see young people who are writers rather than people who can write. The 
written form of expression, however, is one which many children of 9 and 
10, and some older still, have not found easy. There is a lasting problem 
here, of how to balance the school’s legitimate demand for written output, 
with the danger that asking the child to write too much for his current 
powers may inhibit him from writing at all. This is why there is an import- 
ant place for other modes of expression than writing, especially for drama 
and mime. Delicate or painful situations and experiences can be acted 
out more easily by many children than they can be written about. The 
dramatized material in turn can stimulate and extend the writing. 
Educational drama is a controlled and sophisticated form of an activity 
which nearly all young children engage in. It has the additional virtue of 
being an alternative medium to writing, so that material can be switched 
from one medium to another without difficulty. 

To view English as a set of activities—reading and writing, talking and 
listening—is not quite the same thing as viewing English as something which 
has identifiable or measurable ‘results’ in the form of written, spoken, or 
heard material. Nor is it necessary to see an English class as one in which 
one activity in particular is taking place. Another example illustrates this 
readily. A group of 12 year olds has been supplied with a tape-recorder 
(possibly the most useful single piece of equipment ever invented for 
English teachers) and given a brief to make a tadio-play on the opening of 
a novel. They have chosen to do Charles Dickens’ Great Expectations, 
partly because they have seen the extract from the opening of David Lean’s 
film of the book, available from the British Film Institute. (See Sources and 
Resources 1, p.146.) The group of six or seven pupils has to start by 
listening to the chapter read aloud, working out in discussion how to 
translate its events and, much more difficult, its atmosphere, into sound. 
The difficulty lies in the fact that Dickens’ imagery in this chapter is 
intensely visual. In reaching a solution to this difficulty the group will 


engage in a great deal of talk. This will be to some degree appreciative, | 
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“this book will therefore be on what the pupil does and why he does it, not 


out, develop suggestions, evaluate first attempts, decide what to put in and 
leave out, and so on. As things take shape, some of the outline of the radio 
version will have to be written down. When some of the material has been 
taped, it will be listened to with critical intensity, and modified and im- 
proved. The four basic activities of English are all involved, and trying to 
disentangle them is a fruitless exercise: they are all happening at once. 

One other implication of this example, which is much nearer to the 
practice of most experienced English specialists than our previous example 
on p.22, is that good work in English can rarely, if ever, be completed ` 
within the compass of a single lesson. This adds to the difficulty not only 
of recording what is going on in traditional terms, but also of evaluating 3 
the work. We shall regularly refer to activities in English on the assumption 
that the best ones take much longer than a lesson or two. We shall also take 
it almost for granted that there may be a crucial difference between what 
seems to be happening on the surface and what is happening in reality. The 
group of children trying to make a model theatre may in reality be learning 
more about using spoken language to solve practical problems than about 
the design of theatres, though that too may enter into the matter. The 
child who sits silently through a group’s sustained discussion of astory may 
be learning more about the role of listener than is immediately evident. ‘ 
Just as the fruits of English teaching are bound to be slow in emerging, so 
the realities of the English class may be very difficult to identify as well as 


to evaluate. 
All this may suggest that English teaching is a rather formidable mystery: 


it would seem so much easier to reach for the nearest textbook or give a a 
standard class lesson on the use of the question-mark. This is not really so. V: 
There is now a considerable store of experience and technique available, and 


it is our aim to compress and jaterpret this for the non-specialist, in as practi- 
cal and helpful a way as possible. We would not attempt this if we did not í 
believe that most teachers who have taught English in this way have found 4 
the process more rewarding and the results more enduring than what they 
did before. At this point we need only note the central objective, which is 
to create a workshop environment, in which children can easily engage in Y 
any of the basic activities of English, or any combination of these, as their j 
own capacities and the skills of the teacher allow. The identity of the child 
is intimately related to his competence in using language to formulate that 
identity and organize his experience. The competence of the child in the 
use of language is developed only by using language, and the emphasis in 


n ‘what the teacher teaches’. 
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‘What the teacher teaches’ is put in quotation marks because without 
them the phrase would suggest a teacher-dominated classroom, and many 
English specialists would find it offensive. If there is to be a smooth conti- 
nuity between work in the 9 to 13 age range and the later work of many 
English specialists, teachers of the former should appreciate how widespread 
is the belief that English has no place for the conventionally dominant 
teacher. Children will not succeed in English if they are not motivated 
to talk, listen, read, and write as individuals, and the development of 
self-directed work on self-selected topics and materials is of supreme 
importance in this. If there is no movement away from the tutelary 
direction of the teacher before the age of 13, pupils will go on to their 
s) upper-secondary schooling with a fixed set of attitudes that put the 
= English teacher in a quite false position. If children of 13 believe their 
Me English teacher to be a sole authority (whether on spelling or style or 
literary taste), their own work as pupils will never gain any inner mo- 
mentum and will lack commitment and conviction. The English work of 
the 9 to 13 range has to develop a capacity for self-determination in 
f the pupil. Putting this policy into effect means refusing to tell children 
= What to choose from the library, refusing to answer the questions which 
= show excessive dependence (such as ‘How much are we to write?’), and 
b reinforcing on every possible occasion those instances where a pupil 

follows the spirit of his own strivings rather than the letter of the text- 
book’s prescription. One part of the ‘identity’ side of our model, that 
is to say, obliges the teacher to see his pupils, and to relate to them, 
not so much as pupils but as people. 


Language development 


There is a much wider question, however, which calls for some kind of 
answer before we proceed to practicalities. This is the issue of language 
development. What can we say about the ways in which the language 
of 9 year olds changes during the ensuing four years? What really hap- 
pens in the language development of this phase of life? An honest 
answer is that nobody knows, in the detailed, scholarly sense in which 
we ‘know’ what happens to the chemicals involved in a test-tube reac- 
tion. For to provide that kind of knowledge would require a larger 
research project than any yet provided for a linguistic inquiry. In 

the absence of such an investigation, we have to fall back on fragmen- 
tary and subjective approaches, which do little more than organize and 
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perhaps clarify existing intuitions. (See, for example, C. and H. Rosen, The 
Language of Primary School Children, Penguin.) Alternatively, we can inspect 
the language demands made on children by their schools, and explore the 
kind of questions we ought to be asking, as we shall attempt to do here. 

There are two ways of looking at a phenomenon like the language of 
children aged 9 to 13. One way is to treat it as development—that is, as the 
language aspect of general physical and intellectual growth. This approach is 
one reason that many educationalists refer to ‘language development’. The 
fact of the matter is, however, that language is not innate, but learned. We 
speak quite properly of physical development, because the potential for 
growing to full size, height, and weight is innate. But we do not speak oN 
the musical development of a child learning to play the piano. We should 
not let the common phrase ‘language development’ mislead us into suppos- 
ing that language is not also, like playing the piano, something to be learned. 
The ways in which it is learned may very well be quite different, but that 
does not alter the principle. 

Furthermore, the evidence of research into the brain and its development 
suggests that for most children those parts of it which control language are 
fully developed by the age of 9 if not somewhat earlier. So we should look 
at language changes after the age of 9 as the product of some process of 
learning. The difficulty of doing this by the before-and-after methods of 
normal educational research is formidable. Such research has to take a par- 
ticular phenomenon which is finite, and measure it at two stages in time. 
Language is not finite. That is its peculiar nature: the elements which 
compose it—grammatical structures and vocabulary—may be finite, but the 
number of combinations of them which the ordinary native speaker can 
make is almost certainly infinite. This in turn may mean that language can- 
not validly be subjected to research by means of a sampling technique, and 
it will be many years before we know as much about language in children as 
we know, for instance, about mathematical perception. 

What we can do is to study, not the learner and what he learns, but the 
rmally assumed to have learned at particular stages. 
This requires the approach of the descriptive linguist. The age of 9 provides R’ 
a useful starting point, because it corresponds to the reading age which is the 
official definition of literacy. We can usefully compare the skills expected of 
the average 9 year old with those expected of the average child of 13. 

Perhaps the most striking difference between these two sets of skills is one 


which has little immediately to do with school at all. A child of 13 whose 
language behaviour, in a social or family setting, was that of a 9 year old 


would present something of a problem to most adults who had to have dealings 
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with him. In particular, the kinds of conversation he could take part in, and 
the kind of part he could take, would be very much more limited than with 
a normal child of 13. This refers not only to what he says and how he says 
it, but to his readiness to listen to others, his ability to follow what they say 
and respond to it, and his ability to use language as a medium of social inter- 
course. The child of 13 normally persuades other children to do things with 
him in ways quite different from those used at the age of 9. He can usually 
use language to find things out for himself with much greater freedom and 
independence. He is, or should be, much more skilful at describing experi- 
ence, realistically or imaginatively. These differences are so general and so 
marked that we are shocked not to find them. The 9 year old who talks like 
a much older child is an oddity, while the opposite phenomenon is cause for 
anxiety. 

It is when we try to pin these general differences down to concrete detail 
that we find difficulty. It should in fact be possible to study and identify 
the ways in which the two age groups differ in the way they use, for example, 
the rich resources of English for conveying meaning by intonation, but the 
study of intonation in spoken English is a very new and technical business. 
Problems also affect the study of children’s language in social settings: the 
presence of a microphone and a tape-recorder will make a significant change ` 
in the language context. But enough has been said to make it clear that the 
social uses of language have to be learned just as the more academic uses do, 
and that the school may well have an important role in making this learning 
possible. 

The school also faces children with a very different set of language-using 
situations from those encountered at home. One part of the normal child’s 
language learning, then, will be that of mastering the many variations in his 
use of language which arise from its varying settings, This is at its most 
obvious in the matter of formality: children of 13 have usually learned, 
sometimes the hard way, that certain settings or relationships call for 
language used in a much more formal way than others, and many children 
learn to make adjustments accordingly without being conscious of doing 
so. This was very shrewdly perceived by a secondary headmaster who 
insisted on teaching every 13 year old class in his school twice a week 
on the grounds that the children needed to learn how to talk to headmasters 
without anxiety. j i 

When we turn to written language, we can see this contrast between the 
language competence of 9 year olds and that attributed to 13 year olds by 
looking closely at the schoolbooks employed for them. 
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books use many more of the orthographic resources of the writing-system: 
capital letters, italics, roman and arabic numerals, layout in note form, under- . 
lining and other ways of conveying emphasis, deliberate variations in the | 
widths of margins and the spaces between chapters or paragraphs. Secondly, 
the vocabulary and syntax of secondary materials are much wider and much 
more complex, particularly in the structure of the clauses and their order in the 
sentence. Third, there will be much more freedom in the secondary material in 
the length and weight of the units the sentences belong to. The links between 
them will be more subtle, too: for example, a fictional or historical narrative 
will use many different ways of identifying who is who in a narrative, what 
events occur in what time relationships, and how the cause and effects of 
events are inter-related. 
In short, the learning that has to take place through written language and 
its interpretation (its ‘reading’, if you like) is prodigious. It is not any less a 
process of learning because few schools give lessons in it: the learning is best 
treated as built-in to the child’s experience in other ways. Thus, the case for 
educational drama includes the argument that it helps children to learn the 
social uses of language more effectively than lessons on that topic would do. 
The case for project work includes the argument that it brings children to 
grips with a much wider variety of written language than they would meet 
in conventional classroom English. The case for a régime centred on children’s © 
literature read in whole books by the children themselves includes the argu- 
ment that only in this way will they experience written text as something 
which can both go on for a long time and be enjoyable. In all three instances 
the specifically linguistic learning that is taking place will be happening, as it 
should be happening, unobtrusively. 
An example of this principle can be found in the punctuation of 
direct speech. Many primary schools try to teach children to do this as 
second-year juniors. Many secondary English teachers find themselves having 1 
to teach it all over again to every year in the school. The efficiency of the } 
teaching would seem to be rather low in either case. From the linguistic point F 
of view, the important thing is to start at the beginning, which is with the read- _ 
ing of conversations written for the pupils, not by them. To ask children to 
punctuate conversation without making sure they can interpret written dia- rh 
logue is really asking them to use an oar before they know what a boat is. And — 
the learning can best take place by asking for the conversations to be read 
aloud or dramatized, with a minimum of explicit attention to the punctuation 
‘marks unless and until they make a difference to the speech. A class which has 
; read a great many varied novels suited to its age and interests will acquire this 
mastery of speech marks almost without noticing it. When the time comes for 
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them to use them, however, possibly by the age of 10 in the case of able 
children, the teacher has to convert this familiarity into a mastery of the 
formal rules. This will be impossible if the pupil’s experience of written 
language has been confined to textbooks and comics, and even at best is 
difficult. In our observation most secondary textbooks treat these rules as 
content for two or three lessons, whereas they probably need much more 
time. Once learned, the punctuation will be quickly forgotten (as it often 
is) if the child’s teachers, not only of English, fail to show that it matters. 

Language skills are skills: that is, abilities whose continued use does not 
entail repeating the effort of learning them, but which atrophy if they are 
not used. The ‘development fallacy’ about language may lead us to suppose 
that many aspects of language which are in fact learned ought somehow to 
be retained as if they were the product of growth. But there is very little 
in the language learning of children above the-age of 9 which they can be 
expected to retain simply as part of the order of nature. 

What has been said about language learning does more than suggest that 
‘language development’ is an unfortunate phrase. It implies that a reading- 
age score is only a very partial measure of a child’s state of learning. Indeed, 
most specialist English teachers in junior schools deplore the tendency to 
regard a reading age as a meaningful indication of a child’s progress in English. 
Reading ages reflect a very narrow test of a very narrow group of skills. 
However, they do reflect something real in the children they refer to, 
whereas the idea that a book can have a reading age is the sheerest nonsense. 
Publishers often indicate the age of child for which some books seem suitable, 
but these gradings are general, intuitive, and often belied in practice. 


Chapter 3 


Organizing the English class 


Timetabling 


We may accept that English as a subject is a unity which is not well served 
by being divided into components, but there may be practical difficulties 

in the way. Normal middle and secondary school timetables envisage an 
allocation of one fifth or one sixth of the week for English, and often less. 
In a timetable divided into forty-minute periods English will usually receive 
six single, or three double periods. Apart from the temptation to treat these 
sessions as separate units, the non-specialist often finds himself sharing a 
class’s English work, taking perhaps two of the sessions only. A few teachers 
have the freedom or the duty to treat English as something wholly integrated. 
with other elements in the curriculum. This chapter tries to suggest an ap- 
proach to English which can be applied in either situation. 

If there is any choice in the matter of timetabling, the non-specialist 
teacher new to English would be wise to ask for a double period and the 
balance in singles, with the double one ideally at the end of an afternoon. 
He would also do well to take all the English with one class rather than a 
snippet with each of several classes. The merit of the double period lies in 
its scope for developing new ways of working, especially those which take 
time both to get going and to clear up at the end. It allows the teacher to 
show substantial pieces of film, to arrange for an outside speaker, or to take 
the class on a visit with less disruption of the timetable. Most experienced 
English teachers prefer the larger unit, and some would ask for all their time 
to be in double period sessions. Organizing work over such blocs of time 
calls for experience, however, and one a week is enough to start with. Even 

` so, it can provide a focus for the week’s work, and the inexperienced non- 
specialist can always divide other double periods up into two singles. 

We shall write this and the following chapters on the working assumption 
that many teachers have to work to a timetable of some sort. This does net 
imply that we in any way disapprove of the integrated day’, so long as English 
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does not get lost in the integration, and teachers who practise it will find that 
the approach we suggest can be adopted more readily in their flexible set- 
tings than otherwise. Nor does our assumption imply that we approve of 
rigid timetabling in the junior school; on the contrary, when it is imposed 

on a teacher who is trained and inclined to do without it, the imposition 
may hinder valuable work. 

We shall also assume that the reader is responsible for all the English 
work of a class. Where this is not the case, we would suggest that the two 
teachers concerned should avoid a simple division of work like ‘You do 
the poetry and I’ll do the rest’ or ‘You've got them in the hall that period, 
so you do the drama.’ The real need is for more frequent consultation, 
leading to much closer linking up and some exchanging of activities between 
the two teachers, and leading both of them to approach their agreed parts 
of the work along broadly similar lines or at least in ways which differ 
acceptably. Children should not be expected to cope with conflicting 
instructions from two teachers of the same key subject. 


Arranging the classroom 


The use and arrangement of the furniture in a classroom are basic, Again, 
there may be practical problems, not least with the schoolkeeper or 
cleaners, but something can usually be done to improve the most unpromis- 
ing of classrooms. The aim should be to achieve an arrangement which fits 
the activities going on within it: children should not be expected to watch a 
video-tape for forty-five minutes sitting on the edge of a table because it 
seemed too much trouble to re-arrange the chairs properly. It was implicit 
in the last chapter’s account of the modern English curriculum that the 
essential need of the English class is space, and, in particular, spaces which 
can be adjusted quickly. If children are to be free to undertake improvis- 
ation, group talk, group reading, or making a tape, or whatever else is called 
for, they need a classroom fitted with chairs and tables that are easily moved 
and stacked. (The Pel Forme range is a good example.) But even traditional 
desks can be grouped together so that fours and sixes of children can sit at 
them and form groups. The details of these arrangements need t 
so as to provide as large an area of free space as possible 
sitting together for story-time, and much else. 
Removing the teacher’s desk from its dominant position also gives the 
teacher a stronger, not a weaker, disciplinary position. It removes 
tation between teacher and class, and changes the nature of the te 
trol to a management of individuals and groups rather than'of a whole class. 
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Once the teacher and class have adjusted to a group-based classroom (if 
_ adjustment is necessary), thé relationships which can develop are potentially — 
much more open. In the flexible classroom, too, the teacher has the freedom _ 
to re-focus his pupils’ attention on a new activity by requiring them to re- 
“arrange the furniture. The main constraint on this flexibility is the need for 
a classroom area loaded with basic materials, which should not be confused 
with the teacher’s stock-cupboard, and will often be next to or part of the 
teacher’s desk. Pupils of 9 and upwards should be trained to obtain basic 
materials from this source for themselves, since the teacher is not making i 
good use of his professional time by acting simply as a stock-dispenser. (His _ 
control over consumption lies in the work he plans for the class.) In fact the 
teacher will not spend a great deal of time at his desk. For reasons which we 
elaborate on later, discussion with pupils about their work belongs in the J 
pupils’ groups, with the teacher moving about among them as guide, ae 
solver, and asker of challenging questions. The teacher has done his part of 
the work beforehand: in the classroom he is engaged with the pupils while 
they do their part. 
We shall be laying emphasis on the role of classroom talk, and such talk 
is one of the main reasons for advocating group organization. Even in a 
school where all desks have to remain in rows, however, through some dog- 
matic rule, pupils can be encouraged to work in pairs to resolve simple 
questions, as a first step to genuine discussion. Once pupils who are quite 
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unused to interacting with one another in class have become accustomed to 


this kind of pair-talking, it is easy to move a step beyond this. Some of the 
pairs can be asked to turn round and face the pair behind them to constitute 
groups of four. The important thing is to avoid being imprisoned by the 
surface appearance of the classroom. If the desks need to be moved about, 
and replaced afterwards, it is wise to take a little time establishing a routine, 
under which children can and do become very skilled at transforming a 
formal classroom astonishingly quickly and quietly. 4 
There are many ways of making a classroom a pleasant place to work in, 
and the teacher who does not have to move about among several rooms is 
at an obvious advantage in using display for this purpose, but even the , 
teacher who uses a colleague’s room only occasionally can seek the latter’s ' 
agreement to the decoration of his room for a clear educational purpose. x 
This does not mean we have to try to cover every inch of wall space (let 
alone windows), but display is valuable as an incentive for pupils written 
work, and screens or stands designed for this purpose are common in many 


‘schools. i, 
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Planning one’s time 


After his pupils are disposed in groups, how is the teacher to organize his 
-time with them? It is very desirable to think in terms of substantial spans 
of time rather than of sequences of individual lessons. Children who are 
engaged in one central activity are in much less need of a sedulous linking- 
up of each individual lesson to its predecessor. We would go so far as to 
commend the use of the time scale of half a term, settling on a broad plan 
for it and elaborating the details within those naturally defined starting 
- and finishing points. For any large block of time it is necessary to have an 
integrating or guiding idea, and in recent years the great majority of special- 
ist teachers of mixed-ability classes in this age range have come to use a 
= thematic approach. With older children it is feasible to plan work in terms 
of asequence of literary works, but children under 13 do not readily see 
the abstract ideas which give such sequences their unity. With under 13 
year olds it is wiser, if one is using a literature-based approach, to take a 
single work and to build the month’s or the half-term’s work round it. Such 
a plan provides enough time to take a work of some substance and still allow 
for the class to listen to the teacher reading large parts of it aloud. We have 
seen outstanding examples, by non-specialist teachers, using books most of 
q which are listed in Sources and Resources II (see p.153). One example used a 


H.M. Morrow’s The Splendid Journey (Heinemann) in a way which turned 
the work into a half-term project on the American west and exploited to 

= the full, and quite properly, the teacher’s expertise as a geographer. Another 
= lass aged 13 did the same, guided by a historian, and included in its work a 
| reading, by a group of seven boys, of almost every available book about the j 
early west from the report of the official inquiry into the Custer disaster 
= = down to John Steinbeck’s Grapes of Wrath (Penguin). Short stories and films 
i can act in a similar way as the initial stimulus to a sustained, the: 

of work. 
pe Using a particular book as the base for a block of work is infinitely more 
l than ‘doing a reader’, although it usually requires every pupil to have a copy. 
i To take an example used with a class aged 9, based on Edith Unnerstad’s 

Saucepan Journey (Puffin): the teacher read the first three chapters aloud 
before distributing copies, and sensed her pupils’ puzzlement over the 

Swedish names. Two sessions were devoted to Sweden, its places and persons 

and their names: the Swedish Embassy supplied an out-of-date copy of the 
Stockholm telephone directory, and there were workcards for groups to 
follow, using this, an Esso road map, the only geography textbook available, ; 
and the usual reference books. Meanwhile a group was preparing to dramatize i 
H- the hectic, overcrowded domestic life of the family, and their version included a 
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a scene with a visitor, invented by the group, who had to be told all the 
information given in the book by the narrator. The class did a written story 
about the parents’ early life together, and two boys tried to make a 
weight for a pressure-cooker which would whistle like the invention in the 
book. The girls who were in the horsey phase revelled in the assembling of 
the caravans and horses, and models were made of the whole outfit. The 
work went on through the book, roughly at the rate of two chapters a week, 
and the whole class turned the family’s arrival in a strange village to sell their 
saucepans into a play for assembly. The teacher was able to find a Swedish 
visitor, who was entranced by the detail and depth of the questions asked 
as she went round from group to group. In answer to a request, she had to 
go away and write a Swedish version of an extract from the book (not having 5 
access to the original). It was put on the wall, and a cassette recording was j 
made by the visitor for the children to listen to while they tried to decipher 
the text. At the end, some of the class had discovered the same author’s two 
books for younger children, written about younger members of the same ý 
family (The Urchin and Little O, both Puffin), and these had to be read too. 

; Additional stories about other members of the family were written as follow- — 
up work; an interview, in which Little O was asked about the journey, was j 
taped for radio; a map of the journey was made , with pictures and posters f 


$ 


and signs to mark the events of the main book. This teacher had done French 
as a main subject at college, but her English teaching was inventive and excit- 
Ere natural alternative to taking a book and working outwards is to select 
a desired outcome and plan the work towards it—a class newspaper, or a tape- 4 
recorded documentary, for example. The ‘radio ballads’ and B.B.C. documen- — 
taries and ‘Scrapbook’ programmes offer many good models. Or one may take — 
a story, have it turned into a play for actors or puppets, and aim at a pro; 
duction (a plan which could be used with some O-Level set books with oe 
advantage). A less gifted class can be started half-way along this kindof project 
by using a play script such as the Puffin edition of St. George and the Dragon t ; 
and Punch and Judy edited by Diana John. ‘ 
Either of these approaches will give coherence to the diverse elements of 


y e emphasis will vary with the stimulus or the outcome selected. 
Pops a ih 4 ae TEY will lead to more talk than writing, while $ 

ing from a book will probably lead to more reading and writing, and the 
working will ring the changes in the light of the need to cater for each 
good pe nately during a year. Because each group of pupils may work in 
element adeg OnE mainly writing at one time and mainly talking at 
ee E record-keeping needs to cover the work and its nature 
another, 
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= rather than assessments of results: notes are better than marks. What the 
notes might be about is discussed in Chapter 7. 

The younger the class, the more important it becomes to have observable 
outcomes at an early stage. The same applies to older classes of less able pu- 
pils. The framework based on half a term may still apply, but the plan should 

_ provide children the satisfaction of seeing completed stages of the work at 
_ shorter intervals. The natural basis for these shorter segments is of course the 
_ school week, each one dealing with a new aspect of the underlying theme. 


ee = 


Thematic work—an example 


Turning to a detailed, practical example of a sequence of lessons, we shall take 
= acommonplace topic, ‘Animals’, With half a term’s work in mind, the teacher 
wants to concentrate on the pupils’ development of writing and reading skills, 
_ and on the ability to write in more than one way for more than one end—for 
imaginative, functional, narrative, and poetic purposes. He wants also to en- 
_ courage some conscious attention to the differences in one’s writing which 
arise from changes in the audience it is intended for. Naturally he will succeed 
_ in this large aim more with some pupils than with others, but if he is to 
J i succeed at all he must know what his general aims are. It does not follow bas) 
his pupils will also know; their idea of the teacher's aim will be more concrete, i 
= such as producing a file or folder of work containing a variety of their own _ yey j 
writing, pictures, photographs (often with writing about them), pieces of y 
prose and poems from anthologies. Some groups may be asked to make selec- 
tions of their work for display, which entails making evaluative judgements, — 
and probably rewriting and correcting for the public situation of display. 
‘ Let us suppose that the teacher introduces his theme at the first convenient 
_ double session. The particular method will re 
Write, a newspaper story tells of a bo 
training, which could lead to discussi 
animals. This largely teacher-directe 
animals in zoos and in nature, tape 
‘illuminate the theme further— 
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them up round the room, and, with younger pupils especially, supply story- 
openings and useful sets of words. Working in groups or individually, the chil- _ 
dren work up stories of their own round the fabulous beasts, act them out, tell d 
them aloud, or put them on tape. Teachers who work together in a junior d 
school often develop well-prepared thematic projects for one class, and, 5 
rather than see the preparation wasted, exchange classes with a colleague. f. 

There is no need to seek for the overtly spectacular in starting a project: 4 


latching on to items of current news is within every teacher’s scope. There 
is a need for a certain opportunism, however, since classes vary a great deal 
in what they will respond to, but in general the carefully prepared opening 
is the key to a successful project. The best prepared opening may fall flat, 
however, and it is always wise to have a number of alternative lines to pursue, 
or indeed an alternative project altogether. But an opening session is an explo- 
ration between teacher and children: the talk should be allowed to run, the _ 
possibilities should be explored, as the children see them. If the openingisa _ 
visit, the attention of the children needs to be steered. Children need help in — 
knowing what to look for, lest they come away with a confused jumble of 
impressions. Duplicated quiz sheets are like traditional poems in anthologies: 
hackneyed for the best possible reason, that they work well. (There are useful 
commercial examples, such as the Z Spy series (Dickens Press) or Shire 
Publications’ Discovery series, but they are better as examples to the teacher 
than used by the children themselves.) Somewhere early ina projecton 
animals the children’s experience of them should be tapped. Group talk can 
be a base for writing or drama or tape-recording about pets they have had 
or wanted, or other encounters with animals. 


Developing the theme 


By now we will be into the second or third session. It is time for the 
teacher to bring in a new stimulus, such as a literary one—a reading from 
Philippa Pearce’s A Dog so Small (Puffin), which some children adore and 
others, perhaps understandably, detest, or Gerald Durrell’s My Family and 
Other Animals (Penguin). Either of these will point to a worksheet to be 
issued to the pupils. The crucial step in a project with mixed-ability classes _ 
is the move away from work which involves the whole class to workin groups — 
or as individuals. We give overleaf a sample worksheet: a duplicated listof 
group and individual assignments providing plenty of choice. It needs to be ý 
tailor-made and related to the materials available, and our example is 

deliberately somewhat of an ideal. 
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ANIMALS AND THE LANDSCAPE 


You should aim to carry out at least six of these tasks. 
Choose them so that you cover a variety of work - descriptive 
writing, reading and copying poems, writing free verse, 


reading stories. If in doubt, see me. 


1. Choose an animal that has its natural habitat in this 
country, and (i) write a brief description which could 
go into a book on natural history; 

(ii) write a free verse poem which tries to show some- 
thing of the way the animal moves; 

(iii) write a story about it, bringing out the country- 
side it lives and moves in. 


2. Spend some time watching closely an animal you know well. 
Then write down everything you can find to say about its 
looks and behaviour for someone who will never see it. 


3. Look in the project library for information about 
camouflage. Then read Turner's poem 'India' (copies 
from me) and write a poem of your own about a British 
animal that fits into its background. 


4, Find out about greyhounds and coursing, noting the 
differences from fox-hunting. Write a short information 
sheet about these sports. 


So Write about a man hunting a fox and a fox hunting a 
rabbit. Describe them so as to bring out the similar- 
ities and differences, 


6. Suppose you are a huntsman. Write a letter to the local 
paper in which a neighbour attacks fox-hunting; then 
write the short article in which you reply. Remember 
that the letter-writer is a neighbour. 


10. 


11. 


12. 


wa TT. MES 


rey ‘a 
Read one of the following and write a brief account o fe ty 


explaining what it is about and your opinion of it: — 


John Masefield - 'Reynard the Fox! 
Henry Williamson - Tarka the Otter 
Ted Hughes - 'Esther's Tomcat! 


Philippa Pearce - A Dog so Small b4 
Richard Adams - Watership Down 


Make a collection of poems about animals and the places 
they live in. Copy out four or five of them and add at 
least three more poems of your own. : 


Find out as much as you can about the coypu, and write 
information sheet which explains how and why it has be- 
come a peSt. N 


Fabulous animals: find out about the Yeti, the Minotar 
the Unicorn, and the Phoenix, with any other animals of 
legend and fable you can discover. Write a brief ~ NE 
description of each and how they were supposed to live. 


Write a free verse poem which tries to pin down exacto l 
how a snake moves through the grass or a fish through 


re ie 
water. 3 
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Read animal poems by D.H. Lawrence, John Clare, Willi 
Blake, Edward Thomas, and Ted Hughes. Copy out half a 
dozen poems by some of these authors and write some 
others of your own of a similar kind to go with them. 

í 
Work in pairs, in groups, or on your own, as you x 
prefer. Present your work so that at the end you have 
assembled your own Book of Animals, with illustrations x 
(drawings, photographs, etc.), by half-term. At least 
one of your tasks should be suitable for putting on the 
classroom wall display. 
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Of course, such a worksheet sets up a situation calling for a battery of 
materials and resources in the classroom. This is much less formidable than 
it sounds, and Sources and Resources I (pp.139 ff.) gives advice about where 
to go for it and how to go about it. But assembling the necessary materials must 
be done before the project starts. Once the materials have been assembled and 
the worksheet prepared (and the one will inevitably be influenced by the 
other), the sessions generate their own impetus, and the teacher is free to 
deal with the hundred and one questions and requirements the pupils will 
present. For the particular example we have given, the number of items on 
the sheet could be much longer, according to the resources available. In 
this instance, the teacher should assemble a combination of some of the 
following: 


Wall-charts (e.g. those of the World Wild Life Trust). 7 

Classroom library (on block loan from school or public 
library service, which is usually available to private as well as main- 
tained schools) containing fiction related to the theme and plenty of 
simple picture reference books. 

Poetry anthologies in sets of three and four copies. 

(Several are devoted especially to animals, and can be found in the 
catalogues of O.U.P., Heinemann, and Penguin.) 

A duplicated anthology of about 20 short poems selected with 
the age and ability of the class in mind. 

Recordings, on tape or disc, of wild-life sounds and of 
stories. (This is the kind of material that Teachers Centres exist to 
make available.) 

Slides, film-strips, and film-loops, for individual and 
group viewing. (Nuffield Science film-loops are useful here.) 

Reproductions of appropriate paintings, as slides or for display. 

A duplicated reference list of addresses to which children can write for 
information. (Note the caution on this point in Sources and 
Resources I, p.142.) 

Astock of colour magazine supplements as a source of pictorial material 
for children to cut up and use for display. 


In addition the teacher should arrange corporate experiences to be fed in 
when the impetus of personal or group study begins to wane. This may 
range from a serial reading of a book like Jack London’s White Fang ` 
(Heinemann) to showing a film about insects (see the Petroleum Film 


Bureau catalogue for an example). 
The precise number and nature of the tasks set out on a worksheet can 
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be adjusted both to the abilities of the class and to the length of time 
available for the theme. It is also possible to select work-tasks in such a 
way as to create a particular emphasis in the language skills which are being 
strengthened, or to ensure coverage of all four aspects of language learning. 
But the worksheet should be viewed not as a prescription of pupils’ work 
but as a base or starting point: children should be encouraged to develop 
their own, individual lines of inquiry. 

Thematic work is not an orthodoxy which can be adopted as a 
substitute for previous approaches. Two helpful books about it are 
Geoffrey Summerfield’s Topics in English (Batsford) and 
Alan Lynskey’s Children and Themes (O.U P}.Some themes which have 
been used successfully with children between 9 and 13 include: The 
Seasons, The Four Elements, The Five Senses, Communications, The 
Supernatural, Christmas, Circuses, Fairs and Markets, Games and 
Pastimes, Night and Day, The Sea, Town and Country, Gypsies and 
Pedlars, Sun and Wind. The titles remain simple, and their elaboration will 
depend on the age’group involved. A class of 10 year olds working on 
Communications is likely to make models and plays and writings about 
space-travel, but a class aged 12 may explore Clive King’s The Twenty-Two 
Letters (Puffin) and more formidable books on the origin of writing, and a a! 
class older still may make some studies of communication between people 
who find it hard to make human contact. The last could well include on 
Ruth Underhill’s Antelope Singer. (Helen Morris’s Where’s That Poem? 
(Blackwell) is a useful source book for other poems and stories.) Communi- — 
cation, or the lack of it, between the generations is a theme of many novels 
and poems, too, but this is a mature topic for 13. Thematic work should 
incorporate some element of literature, if it is not firmly based on it, buta 
particular work may, as it were, ‘take charge’ of the theme. This has 
happened more than once with J. Meade Falkner’s Moonfleet (Edward 
Arnold) and a theme about Smuggling. What starts out as a general theme 
can quite properly become a piece of topic work based on a single book, 
thy with the work widening out, in the case of Moonfleet for example, into 
studies of the period, its costume, coastal life, policing, excise system, and 
so on. 


' Mixed-ability teaching and the slow reader 


With most middle school classes it is probably best to attach less weight to 
chronological age and to recognize the widely differing population within a 


oe case: The sexes mature very differently in this period, for one thing, quite 


ii Ly * ‘ p 
A E Et E e ee eh TIEN iA 4 Le MN BS a 


44 Every English teacher 


apart from differences of ability, which it is not in the children’s interests to 
accentuate overtly. But the natural anxiety felt about giving able children 
enough to keep them engaged is more readily met by making quiet suggestions 
to individual pupils, within the wider mixed-ability context—the extra book to 
read, the more taxing writing task, the special investigation (like that given to 
the gifted boy who found out exactly what sort of caravan could be made out 
of the drays of a Swedish brewery). The same approach of keeping the excep- 
tional pupil in the general group applies even more forcibly to the less able 
pupil, whose performance is only made worse by too public a labelling of his 
backwardness. If there are several such pupils, a strong visual/aural emphasis 
to the work is called for, but if one has the problem of a number of non- 
readers at the age of 9 or 10 it is desirable to seek advice, and to cast as much 
as possible of their work towards language. All too often the non-reader at 

9 has been a non-talker at 7, and is likely to be still inarticulate. Hence, 
word-games of every kind should be added to the pattern, especially those 
which make the pupil talk and read out loud the words being played with. 
Beyond this, the participation of the less able in class activities can be eased 

in several ways: 


1. Grouping should as a rule put a diversity of abilities in each group. 
Most classroom groups are self-chosen, friendship based, and single sexed, 
The teacher does not have to choose between this and ability-grouping. He 
can set the class into self-chosen pairs and re-arrange the groups by varying 
his combinations of pairs. He can also go much further, of course, making 
a sociogram of the class and constructing the groups accordingly, or using 
its information to help him place the isolated or rejected members of the 
class. (For further guidance, which is essential before making this kind of 
study, see K.M. Evans, Sociometrics, Routledge.) If the grouping can be 
manipulated to put poorer readers and better readers together, with more 
than one of each in a group, the former gain from the latter and the able 
ones challenge each other. : 


2. Workcards are an alternative to work-sheets, taking longer to prepare 
but giving much more control over what goes on and directing the work of 
the least able more firmly. Library catalogue cards are used for writing out 
short, specific assignments, and the younger or less able child is not embar- 
rassed by having to make choices. The cards can be colour-coded for level 
of difficulty, and more than one copy may be needed, but they can help the 
teacher to control the work of particular pupils closely (they can be very 
useful with the trouble-maker, for example), by selecting a particular se- 
quence of cards. But learning how to make rational choices and plan one’s 
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work are essentials of schooling, and most children of 13 should be making 
such decisions for themselves. There is a good example of workcard tech- 
nique in Macmillan’s Discovery Project series, where each unit also contains 
reference books, a poetry anthology, and other resources designed for 
middle schools. As models, these cards are valuable, but they are made for 
amass market, and the stamp of the teacher’s individual mind and hand on 
a class’s workcards seems to have a striking effect on the pupils’ response. 


3. Audio-visual aids have been mentioned as useful with the less able, and 
it is now possible to put a teacher’s instructions into aural as well as written 
form by using the Synchrofax machine (E.J. Arnold Ltd.). Essentially a tape- 
recorder, it plays up to four minutes of sound which is recorded on the 
underside of a stout, A4-sized, cardboard sheet, while the upper side shows 
related instructions in written form. This allows one to make what are in 
effect talking workcards which help with reading difficulties and enable the 
listeners to hear the speech over headphones. The Synchrofax sheets are 
easily stored and can be built up into a full stock. A sound-only method 
involves the use of cassette recording, and there are now many cassette 
players which children of 8 can operate easily. This method is not as valu- 
able with non-readers as it is with the able, who can be set listening tasks of 
a high order of difficulty. The effect of these diverse methods of communi- 
cation on children of varied abilities is much more important than it may 
seem, especially in motivating writing by the able as well as the less able.? 


Conclusion 


These approaches to organizing English may seem daunting at first sight, 
but they are in sum no more demanding of time than the mathematics work 
of the modern junior school class, although the apparatus is less easily 
purchased. The careful advance preparation it calls for does set the teacher 
free for his prime function in the classroom. Obviously the teacher must 


- keep track of the work which each pupil appears to be engaged in—the work- 


assignment he is pursuing, or whatever it may be. But many teachers devise 
ways of getting children to make records of their work as an integral part 
of doing it, thus leaving the teacher freer for something he cannot delegate, 
something which is vital. No-one else can move about among the children 
as an adult speaker of English with whom the children can talk without a 
forced deference. No-one else, for most children, can help them, for many 
of them need help that will not damage the relationship between adult and 
child, and the teacher is in nothing more professional than in building and 
preserving that set of relationships. The teacher circulates about the room, 


We have made no bones about English and its 


Chapter 4 


Talking, listening, and drama 


The last chapter was concerned with the part played by the teacher as an 
organizer and manager of learning situations. This chapter and the next two 
focus on the parts played by the pupil, taking in turn the central activities 

of English—talking, listening, reading, and writing. 


Talking and listening 


‘Oral English’ often appeared in the English programme of the past, but it 
was usually of a rather formal kind, such as debate or lecturettes. This 
reflected the more formal tradition of classroom situations, and, in part, a 
widespread belief that these particular speech situations were of some 
special importance. Jn the formal classroom, with the desks in rows and the 
focus of attention on the front of the room, it is normally required that 
only one person speak at once. Anyone who speaks is apt to be forced, 


or indeed the kind which matters most in the 9 to 13 age range. There are 
many other kinds of talk, and it would be hard to exaggerate the role of ; 
Ke ‘the tape-recorder in opening the eyes and ears of educationists to the nature — 

a of the variety of talk. It has become possible to study closely examples orn 


= and social features much more clearly than in the past. (See, for example 
= the account of Labov’s work in P.S. Doughty et al, Exploring Language, 

Edward Arnold, pp.168—70.) We have learned that speech operates by 

regular patterns or rules just as written language does, but those of speech 
are much more complex than had been thought and quite different from 
k those of written language. We know, too, that speech is of prime importanci 
___ in language growth and development for all levels of age and ability. The ; 
“My i pic of the invention of tape-recording on this understanding of language L 


re 


is as revolutionary as that of the cine-camera was for the study of movement. 
The teacher needs to share some of this new knowledge, which is fortunately 
readily accessible (see Andrew Wilkinson, The Foundations of Language, 
OUP.). ; 

Our pupils speak a great deal more than they write in any normal situation, 
with the possible exception of the classroom. Throughout our lives we all com- 
municate linguistically with others, mainly by talking. We use talk to establish 
our roles in relation to others, to engage with them socially, to get things done, 
and for all the other purposes for which we use language. The proportion of 
communication that we do in writing is minor, but this does not mean that it 
is not important whether one can do it. It does mean, however, that the tra- 
ditional classroom’s neglect of the diverse use of talk is open to criticism. 

Talk as a productive skill has its receptive counterpart in listening. Pupils 
gain much practice in listening to their teachers, but rarely do they get ade- 
quate practice in listening to each other or to strangers, and teachers have to 
force themselves into listening adequately to what their pupils have to say. 
(See Douglas Barnes in Language, the Learner, and the School, Penguin.) This 
matter has been subject to extensive study in recent years, both as formal 
research and as a part of teacher-training. Even where the teacher’s main aim 
is to elicit a spoken response from pupils (as in a ‘discussion’ lesson), teacher- 
controlled situations normally show the teacher doing about 70% of the talking. 
This proportion seems to hold good whatever the size of the group and 
throughout the secondary and undergraduate levels. Studies of classroom 

language have also revealed that when teachers ask questions to which they 
already know the answers, pupils try to guess what the teacher has in mind 
rather than work out the solution to the problem posed. John Holt in 
How Children Fail (Penguin) suggests that the latter activity is one of the 
main sources of under-achievement in school. 

An approach which meets the problem of the disproportion of speech and 
writing in schools must create classroom situations where questions are more 
open-ended, where ideas and queries originate from the pupil as well as from 
the teacher, where talk in small groups can be the normal social situation for 
exploring problems. As we have Stressed, the arrangement of the classroom and 
the planning of work are of crucial importance. The teacher needs actively to 
plan himself out of the traditional role, so that he is free to circulate amongst 
groups of children, listening to the talk and participating in it—not with auth- 
ority derived from his status, but with authority derived from his being the 

one mature and fluent user of language in the room. 

The talk that the pupil engages in, however, needs to be purposeful. First, 
though, there is a place for gossip and small-talk. A class engaging in group 
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work must at some stage form its groups, and time must therefore be allowed 
for the social relationships within each group to develop. In this phase ofa = 
group’s life, gossip is important, whether the group is 9 or 19 years of age. 
But an established group faced with a problem or task will quickly move Ae 
from gossip to relevant anecdote and on to generalization or comment which 
helps the group to new insight and new solutions. Such group talk is cyclic in — 
nature: it does not move steadily from point to point, but moves rather in 
waves. A good example of this variation can be found in Part Two of cA 
Language, the Learner, and the School, where James Britton makes an ex- $ b 
tended analysis of a transcript of some girls discussing a short story. Britton’s 
introductory comment sets the tone for much of the thinking about the role 


of spoken language that we are here endorsing: 


ai 


J 
We want children, as a result of our teaching, to understand; to be wise i 
as well as well informed, able to solve fresh problems rather than have 
learnt the answers to old ones; indeed, not only able to answer questions 
but also able to ask them. 


If the teacher keeps the final outcome in mind, he need not worry if the 
route by which the children’s talk reaches it is circuitous: talking round a 
problem is a first step to solving it for adults and children alike. If we want 
children to produce interesting writing, let them talk out its material together. 
In much the same way, our own work in teaching students and in in-service 
training has been an essential part of the process of writing this book, and 
each section of it has begun in a spoken context. It seems particularly odd 
therefore that children are so frequently expected to write without this | 
prior preparation of talk. 

Achieving this climate of group talk in the classroom requires that the í 
children work in small groups, which can range from four to seven in number. 
The less experience the children have of group talk, the shorter the periods of 
time given to it have to be, and the more specific will be the task given each 
time. Much of the work will be done without the teacher’s presence, since the 7 
teacher can be with only one group at a time. This can be an advantage, for © 
the teacher needs to learn when to stand back and let a group get on with it. 
With several groups at work in the same room, of course, there will be a great _ 
deal of talk going on, and pupils need training and practice if they are to 
participate without interfering with the work of other groups. This in turnis 
an important reason for aiming at some kind of common practiceinan = 
English department in a secondary or middle school. Although group activity 
is normal enough in most junior schools, it is not often devoted to this most 
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_ potent of all skills. For English, moreover, group talk should be as normal and 
natural a feature as field-workin geography or demonstrations in science, so that 


_ pupils come to expect it; and if they ask why they do it, they should be 
told. j 


Here is a typical introduction to a set 
_ engaged on a project on 
group work, and need 

= participants in groups. 


Working in your groups, carry out as many as you can of the assign- 

-ments listed below. You may always talk with each other in class 
about the work you are doing, but try to do it in such a way as not to 
disturb the other groups. It is best if you discuss each item you are 
working on as a group before writing about it. 


Reading is essential to this 


of instructions issued to a class 
‘Childhood’. The pupils were not very experienced 
ed reassurance about the role they were to play as 


that you especially enjoy, 
your group. 


in the project from personal 
e’s), literature, local research, 
and magazines, 


poems, facts and information, wri 


ting about books, and will be 
illustrated with drawings and pict 


ures, 


Others. The teacher must be rea 


; vities going on at the same ti 
_ classroom. For example 
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ime, no 


3 


Te, 


hat Uke vy cy ee tel At ae Sa hi al ae | PO tip ea. eee ae 


Talking, listening, and drama ye | 


while yet others are moving from group to group administering a questionnai 
or gathering copy for a class newspaper. This multiplicity may look chaotic to — 
teachers unfamiliar with the integrated day of the junior school, but what 
counts is the amount of real talk and real listening going on. All the tasks and 
activities will be purposive, bearing on the end product chosen by the groups: 
none of them is an ‘exercise’ with no purpose beyond itself. The key to this y 
purposiveness is a clear understanding of what the group is expected to achieve, 
and this will be greatly helped if the group has taken part in formulating its ei 
own goals. But the pace of talk cannot easily be forced, and the new group 
will need time and patience before it gets down to fruitful work. 

Take, for example, a group of pupils which has agreed to make a tape 
recording about a collection of poems. It is instructive to look at what may 
happen in such a situation. The teacher may well have to restrain himself: 
the pupils may seem to be getting nowhere, and a great deal of time may be 
spent in seemingly fruitless false starts or in apparently unrelated, desultory 
conversation. The teacher needs to hold back, resist the temptation to take 
over and to carry out the task for the pupils, and let them talk their way 
through it. It is perfectly proper to make individual suggestions, dropped 
casually into the pool of ideas emerging from the talk. The more informally 
this can be done, the better. If the teacher can manage to leave the problem 
to the group and himself get on with something else, this may well be the ` 
best thing to do—although such apparent opting-out will often be greeted 
with indignation by the pupils. Although their main concerns will be with 
the end-product, the real educative activity will be in the group discussions 
and talk that lead to its being achieved. Other end-products, such as wall 
charts, models, or anthologies, can serve similar purposes, and it is essential 
to have this intended physical outcome to which the activity of the talk is 
directed. It will serve as a better focus for the work than any attempt at 
constant intervention by the teacher. 

‘One of the most important things that the pupil does in this regime of 
group talk is to discover new possibilities in his relationship with his teacher 

., „if the teacher allows it. This important discovery cannot be made unless 
the teacher is prepared to stand back, avoid imposing his own suggestions, 
and wait for the pupil to ask, The teacher’s very status gives his suggestion: k; ihg 
such weight that they impose themselves unless the pupil can consider them | 
alongside other suggestions. Those trained in the traditional mould will fin 
this detachment of themselves difficult, but even the best of us tend to teach 
too much and prepare too little. If we set out to have the pupil do as much as 
possible without our regular intervention, we have to reorientate the whole 
_ relationship between what we ourselves do in class and what we do beforeh 
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in varying contexts, and the children were 


of varieties or Tegisters! | adapting their style 
of speech to each particular situation. r 


pplies to real situations which can be imported 
the school. The greeting of visitors shoul 


o 


» exploratory school which 

One cannot visit without being thrust into a group of questioning children, 
and to prefer it, as educationally better in every way, to the schoo] where 

y the entry of a visitor brings rows of children to their feet in deferential 

y i hool telephone under supervisi 


ocial roles of talking | 
ciety, this is vital for 
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and space and opportunity, and is the key to most of what follows in every 
child’s schooling. 

Where real experience fails us we can fall back on role-playing, simu- 
lations, and games. A group can act out an incident, to the class or through 
the intermediary of the tape-recorder. Examples might be the vicar and 
parish council disagreeing about levelling the churchyard; a woman with 
three children wrongly accused of shoplifting; the local newspaper inter- 
viewing the teacher about an incident and getting it all wrong; and many 
more instances closer to the lives of the children. Word games should be, 
like role-playing activities, above all, enjoyable. One favourite is to give each 
pupil the names of five unlikely objects, and ask him to weave themintoa — 
story So that the rest of the class cannot spot them. There are many more 
suggestions for talk situations in Andrew Wilkinson’s Spoken English 
(University of Birmingham) Chapter 3. 

The role of talk in language learning clearly poses problems of discipline. 
Discipline among teachers is apt to be what religion used to be—too personal 
to talk about. However, many elements in this book exemplify our belief 
that teachers can only give their pupils freedom if they have it to give, and 
this implies a framework of order. The teacher who never gives a definite 
instruction, for fear of rupturing the precious ‘relationships’, has not yet 
in fact established relationships which work. The good teacher can afford 
to make suggestions which pupils are free to reject, because he has made 
clear the difference between suggestion and instruction. (It is useful here 
to distinguish very clearly between a class-teacher role, and a small-group- 
participant role. The good teacher will often symbolize this contrast bv 
standing up for the one role and always being seated with the group for 
the other.) As our command of a situation grows, we shall become freetosend 
pairs of pupils off to carry out a task away from direct supervision, and to 
show in other ways the trust in our pupils which is necessary if they are to 
learn to be self-sufficient. The weak teacher exhibits a fear or mistrust of 
his pupils which they are quick to reciprocate. 

One other aspect of talk and its importance in the policy of English 
teaching in a school should also be mentioned. Developing a diversity of 
gifts in the use of speech is usually better done in mixed-ability groups. 

These are more likely to yield a mixture of social backgrounds with differ- 

ent levels of language competence. It is just as important for the gifted or 
privileged child to leam to talk to children from more deprived homes as b 
the reverse., For this reason, many secondary school English departments 
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prefer mixed-ability groups in the early years, in line with the now powerful 
trend away from streaming in primary and middle schools. 


trying them out in reality; 
_ before choosing one. In thi 


ons which are pain- 
‘Presented: playing the part 


; Wf of father in a family quarrel can illuminate and extend understanding in 


_ Unexpected ways, 


‘the middle years, myth and 
Hercules Story, re-told or re, 


Er” 


‘gent use of L.E.A. courses or the specialist handbooks written on the Í 
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enriched and the children’s grasp of character and plot is deepened. Such d 
dramatic exploration offers material for discussion of why an author wrote 
what he did at some point, and already the class is engaging with literature 4 
seriously. One might add that a book’s capacity to sustain this kind of y 
exploration is a useful index of its value both as literature and as language. 
Much the same holds for ballads and narrative poetry of similar kinds—not 
only the well-tried ones like ‘Sir Patrick Spens’, but comic ballads like 

‘Get up and Bar the Door! (both in A.F.Scott, Poems for Pleasure, Book Í, 
C.U P.) and modern folk ballads, all of which lend themselves to improvis- 
ation and mime to accompany a reading. 

Schools vary a great deal in their organization of drama work. Some have 
drama lessons timetabled with a specialist teacher, and this can be an asset 
when the work is integrated with the work of an English department whose 
strengths lie elsewhere. But lack of special trainingis no bar to making intelli- 


subject? . We would rather see every English specialist disposed to 
experiment with drama than ask that every school have a drama specialist. 
But there does need to be a clear understanding of what drama is all about. 
It is first of all an opportunity for children to explore and develop their own — 
physical potential and awareness, to become aware of their own bodies and 
how they communicate, and to extend the social skills. Adolescents who 
are insensitive to the way they barge through crowded corridors, for example, 
have at some point missed a vital lesson about themselves. The heightening of 
self-awareness that mime and role-playing can bring about is valuable in itself. 
For English teaching it is valuable because many children develop imaginative 
awareness more quickly through physical activity than through the use of 
words. In a sense drama can provide some of the basic experiences which 
language can only represent in symbolic form. To aim first at the verbal 
representation may short-circuit a vital element in the experience of many 
less articulate pupils. In this respect drama offers a potent extension to 
history and religious education teachers, too. Apart from literature, there 
are several other possible starting points: 
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1. A dressing-up box. This should usually be quite simple; even a bag full 
of old hats can be enough. The garments in the box will suggest characters 
to the children, who can be asked to form groups and make up plays in which — 
the characters figure. We have seen many children who can exhibit the kind 
of eerie genius in clowning with simple objects that one associates with 
Chaplin or the Marx Brothers (whose sequence trying to get off a boat in 
Monkey Business is a wonderful example to show to children). 3 
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2. A props box. Take an object as simple as a large flannel scarf, ora 
length of heavy rope, and ask pupils to explore as many different uses as 
they can think of. A walking-stick will serve as a gun, a fishing rod, a strong- 
man’s iron bar, an oar, a toasting fork, and several dozen more. One is often 


surprised, and humbled, by what ‘remedial’ pupils can produce in this kind 
of work. 


3. Tape-recordings. Drama work can be based on responses to sounds, Put 
together a series of unusual sounds, have the class guess what they are, and 
Suggest they make a dramatized story which brings all of them in. (This 
stimulus is useful for writing, too, but the drama work is a good preparation.) 
Groups can be asked to make a tape telling a story entirely in sounds, and 
this can in turn generate in less able children a new responsiveness to sound, 


4. Situations taken by the teacher 


from books, used in drama as prep- 
aration for studying them. We have 


seen adolescents in an approved school 
(as it then was) Setting up a training-session on shoplifting, and finding their 
later discussion of Fagin in Dickens’ Oliver Twist altogether more challenging 
than they would otherwise have done. £ 


» a scene over an alleged theft from a market stall, 
the behaviour of their adol 


6. Places. JS. Bruner’s now celebrated work, Man, 


(Curriculum Development Associates) includes films of Eskimo life and 
suggests related drama work. Pupils mark out 


‘ Talking, listening, and drama Si. 


without an audience, is done for its own sake rather than for the observer's. 
The younger the children, the more the existence or needs of an audience 
should be played down. If a primary or middle school must go in for per- 
formances, let it be done through a theatre club or workshop. The teacher 
needing advice on organizing such a club should read Robert Leach’s book 
on the subject, Theatre for Youth (Pergamon). 

The line of development which drama work follows in the top years of 


~ the middle school and beyond is directed only very obliquely towards theatre, 


if at all. The pupils come to engage with written plays, it is true, although 
few children can benefit from this before the age of 13. But without the 
prior experience of unscripted drama, and in all too many cases with it, 
children are pushed into work with written plays as a purely literary activity 
which does not touch the stage at any point. Teachers have done and still 
do great damage by this, especially to Shakespeare. But to interpret a 
dramatic text needs a skilled eye for how the printed score will look and 
sound and feel when performed—and the analogy with interpreting music 
is not accidental. If there is a proper transitional stage between improvised 
and scripted drama, it should not be before the third year of secondary 
school, and one of us has prepared a set of appropriate texts for precisely this 
transition (Anthony Adams and Robert Leach, Drama Action, Blackie). 
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r ‘ reading, this, too, will be a good effect. But if teachers generally acquire the f! 


this, many teachers of upper juniors expect their pupils to have reached this — 


Chapter 5 


Reading 


~ 


We have dealt with talking, listening, and drama before coming to reading, 
and have done so deliberately in spite of the widespread assumption that 
reading is the first objective of English teaching. We have done this in order 
to reflect linguistic realities: spoken language is prior to written, and some 
distinguished experts have been utterly wrong in thinking that children 
obtain their first knowledge of linguistic structures from their reading. 
Beyond this, however, reading is not so much a body of knowledge as a set 
of skills. It is also a set of skills which can go on being acquired and refined 
throughout one’s school career and beyond it. There is a sense in which the — 
English teacher is never not teaching reading. By the same token, the English | 
teacher may have to cope with defects in reading at a quite elementary level. _ 
For example, one of us taught a sixth-form group in which a student had y 
never mastered where English uses a doubled consonant, and it was neces- 
sary to take him back to the methods used in the infant school, teach some 
basic word recognition, and insist on some rote-learning of key spellings. It 
does nothing for such a student if we complain, merely, that the junior 
school has not done its job. 

There are sound reasons, which we explain more fully in Chapter 8, for 
expecting any class of 9 year olds to include a number of children, possibly 
a substantial number, who cannot yet read adequately. In sharp contrast to _ 


stage, and feel ill-equipped to cope with.those who have not done so. One 
very serious consequence is that teachers become very anxious, and only 
too easily communicate their anxiety to the children. By now the whole 
business of ‘teaching reading’ has become invested with an aura of concern 
which can have good and bad effects. If colleges of education are led to 
take their responsibilities in this field far more seriously than in the past, 
this will be a good effect. If teachers of juniors and younger secondary 
Classes set out to learn some of the necessary technicalities of teaching 
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impression that reading is something that can ‘be taught’ and, once taught, 
can be assumed to endure, or to develop spontaneously, the effects may be 
ee is like any other complex set of skills in resisting all attempts 
to ‘teach’ it in a rapid, decisive, or final manner. It is well to remind our- 
selves of the complexity of the skills involved in reading: learning to use a 
typewriter at high speed is simplicity itself by comparison. But learning to 
tead is very much like learning to use a typewriter in that the outcome of 
the whole process is a secondary rather than a primary educational attain- 
ment—reading is a means rather than an end in itself. The anxiety-ridden 
attempt to make reading an end in itself, which bedevils many classrooms, 
is one of the main sources of the unhappiness which the whole business 
produces in many children. At the same time, there are too many children iy 
in most classes aged 9 or 10 who cannot yet read well for the teacher to + 


| 


rely on the remedial specialist or on withdrawal groups to do the job. Very 


many children of this age, and older ones, still need positive help with read- 
ing but do not qualify for remedial help.’ The reading attainment of 

a class will reflect much more than what is done specifically about reading 
skills. The whole curriculum of children of this age needs to be thought of 

as a reading-supportive environment. É 


Approaches to reading 


Reading methods 
There has been a long controversy 


about methods and media in the teaching 
of reading, which we do not pro 


pose to enter into. The teacher who wishes 
to pursue it more fully can find a cool-headed and well-informed survey in 
Donald Moyle’s The Teaching of. Reading (3rd edn., Ward Lock), probably 
the best short book on the subject. Like many other educational controversies, 
those about reading have been characterized by disputes between approaches 
which should be viewed as complementary rather than competitive. Some 
have claimed a superiority which later evidence or experience has not sup- 
ported. 


Some approaches to reading frankly misconceive the nature of language 
itself. For example, claims have been made for what are known technically 
as Special Writing Systems, the best known 


of which is the Initial Teaching 
Alphabet. The basis of these claims is the alleged muddle and confusion of 
English orthography, 


but some recent research studies suggest that English 
spelling is by no means as muddled as has been thought (see Chapter 8, 
pp-108 f.). This will seem a slender counterweight to the voluminous 
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studies which have been devoted to the relative merits of the various 
approaches. However, the status of ‘research’ itself is easily misconstrued, 
and the number of variables which affect the findings of any investigation 
is very great. Investigations in the field of educational research have 

usually sustained the views of the researcher and we are led to be somewhat 
sceptical about the kind of activity which passes for ‘research’. The only 
matter on which researchers appear to agree is that children learn what 
they are taught—and that teachers who believe in their methods are more 
successful than those with less commitment. So far as current knowledge 
can tell us, the attitudes of the teacher will make a greater difference to 

the children’s learning than will the use of a particular method. The teacher 
who has a choice of method is likely to succeed more. 

Almost all teaching of reading in the past has rested on the use of a 
teading scheme. Just what ‘scheme’ may mean in this context is very debat- 
able. We now know that the grading claimed for very many so-called reading 
schemes is quite spurious. The earliest basis for this grading was word-counts, 
and whether the counts are based on children’s speech, or on frequencies in 
the standard language, or on another source, makes little difference: 

a reading scheme based on a limited or ‘controlled’ vocabulary alone is 
bound to distort the language actually used, most notably in producing a 
forced style and an artificial syntax. The result is a language more or less 
totally divorced from the spoken language of the children who are to use it. 
The vast majority of ‘simplified’ writing intended for use in reading schemes 
is simplified only in respect of vocabulary, but its authors have been quite 
unaware of the complexity of the syntax they expect children to understand. 
Arguably, in any case, children’s reading experience should include many of 
the so-called difficulties rather than try to protect readers from them. (For 
examples of syntactic traps of this sort, see J. Reid, Reading, Problems and 
Practices, Ward Lock, pp.394—403.) 

The use of word counting to limit the length of sentences is similarly 
Suspect. To illustrate the point, this sentence could be written more simply: 
‘There is something wrong, too, about using the number of words in each 
sentence as an indication of the difficulty of a piece of reading.’ The second 
version may be clearer, but is very much longer. On a word-count basis it 
Would be more difficult rather than less. This is a very naive view of textual 
difficulty. There have been many more sophisticated attempts to assess the 
difficulty of texts. These have usually emerged in ‘readability tormulae’, 
Nearly all of which employ number-of-words-per-sentence as one element, 
and the frequency of individual words as another. The truth is that all 
Teadability formulae must be inadequate, because language is not formulaic. 
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The best way of measuring readability is the use of ‘cloze’ procedure: children 
are provided with texts in which one word in five or one word in ten is blanked 
out, and they are asked to guess or work out the missing items. This method 
gives results which reflect the difficulty which actual children have with actual 
books. But, and it is a very important but, ‘cloze’ procedures will give results 


; not much more accurate than those obtained by an experienced teacher judg- 

q ing in the light of her own classes. This was confirmed by the discovery that 

= acarefully-written reading scheme which meets many of the objections made 

in this chapter (the Griffin books and Dragon books, published by E.J. Arnold 
and written by S. McCullagh) was shown by ‘cloze’ procedure to have its 

books in the right order and mainly with the right gradations. (See Donald Moy! 

i ‘Readability’ in J. Merritt, Reading and the Curriculum, Ward Lock.) 

7 Even the best reading scheme, however, is quite insufficient on its own, and 

7 is grossly insufficient if it is abandoned too soon. Many children are allowed to 

j ‘go off” the reading scheme when the 


y reach a reading age of 9 years. This is 

Te is no other curricular attack on reading 
f reading age. The reason for this is that a 
x of genuine reading competence. If chil- 
gh to enjoy it and to doit at their ease, they 
nt than the 9 year old reading age. There are 
ier with the support of the reading scheme 


ntical with the books in the class or school li- 
brary. This sustained use of a schematic approach to reading also helps.the 
teacher in keeping track of where the children have got to—although a bare 
reading age score and a list of books read will not make anything like a suf- 
ficient record of children’s reading attainment. It would seem to follow thata 
reading scheme, in the proper sense of the te tm, isnota single sequence of 

books published by one firm for one author, but a whole library of such graded 

books, collected and organized by a teacher interested and well-informed 

enough to undertake the task. Sticking loyally by a single ‘scheme’ is false 
economy, even if it is thought to be the ‘best’. 


almost certainly too soon, and if the 
it is too soon by at least two years o. 
reading age score is a very bad inde 
dren are to come to read well enou: 
need an infinitely higher attainme 
many children, too, who are happ 
until the books init are all but ide 


Specific techniques 


In the 9 to 13 age range we are more likely to encounter children who have 

tried to learn to read and failed than we are with younger children. There is 

a danger here, which is insufficiently guarded against in many schools, that 
__ methods and devices conceived for remedial purposes may become part of 
__ the permanent routine of the pupils. To take one very well known instance, 
a i 
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The best-known of these, by Ronald Ridout (published by Ginn and Co.) 


one of the S.R.A. Reading Laboratories has been shown to produce quite 
remarkable gains in reading attainment with under-achieving children of 11 
and 12, in a very few months. What is less well known is that the continued 
use of such laboratories after these gains have been achieved is of much less 
benefit to the children. These Reading Laboratories are firmly grounded in 
learning psychology and are written with considerable skill, but they are 
remedial devices. Precisely the same is true of the Ward Lock Reading 
Laboratories, which are much less like their American counterparts than 
they look. (The difficulties created by American spellings in the S.R.A. labora- f 
tories are of course minimal; the British ones may be preferred, but there f 
are better reasons than this.) ; 
Among other remedial materials of considerable value with very retarded 
readers of 12 and 13 we should mention D.H. Stott’s Programmed Reading 7 
Kit (Holmes MacDougall). It is not, and cannot be, anything like as tightly 
programmed as its title would imply, but it was originally devised specifi- 
cally for remedial purposes. It calls for careful study before use, and the 
teacher should not expect miracles from any single resource. Most useful 
to the ordinary teacher in this situation, probably, is the approach adopted 
in the teaching material Breakthrough to Literacy (Longman) by D. Mackay, : 
B. Thompson, and P. Schaub. This is not a reading scheme in any sense but 
does offer a way of making full use, in reading work, of the vocabulary and } 
meanings the pupils wish to use. (For a lucid description, see D. Mackay, e 
‘Breakthrough to Literacy’ in J. Merritt, Reading and the Curriculum, E 
Ward Lock.) It stands in complete contrast to workbooks based on slot- y 
and-filler exercises, which are limiting and stultifying in the worst degree. 3 
à 
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have little theoretical basis in either psychological or linguistic respects, are 
Seriously out of date, and in some respects mislead their users. 


The language environment ils’ 
The reading achievements of a class are radically affected by the pupils 


Mastery of word-recognition skills, it is true. But they will reflect much 
pcre than this, if there is much more to reflect. This brings us to the 

teading-supportive environment’ which we have mentioned earlier. Ifevery 
activity of the classroom may bear on reading and require it, let this fact be ; 
exploited to the full. By a supportive environment we mean, first of all, one — 
a Which many people are reading, and enjoying it; where reading is con- 
Stantly helped and lack of success is not met with punishment or verbal 
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chastisement; where the teacher hears the children read as regularly as they 
need”, and where the children hear the teacher read, too. A reading- 
supportive environment will include broadcasts and films which relate to 
books to be found in the classroom. The books themselves will be found 
in the classroom, not tucked tightly on shelves with barely legible spines 
outward, but displayed where the fronts can be seen. The environment 
will include visits to the local library, and, just as important, to and from 
the children’s librarian. There should be stories read by the teacher, and 
some read by the children; some of them read ‘live’, some of them on tape 
or (better) cassette, and some on records. There should be language games, 
too: just because Scrabble or Lexicon are party games in middle class 
homes is no reason for regarding them as superfluous in classrooms of 
deprived children. 

Books and stories and the rest of the classroom’s resources are only part 
of the environment, and for many children a rather inert part. There are 
other uses of written language all about them which should be exploited. 
Common advertisements, television leads and captions, road signs, shop 
names, brand labels, the games on the backs of cereal packets, programmes 
in the Radio Times, even the daily papers and the names and addresses of 
people in the school—all of these things are real, and children relate to them. 
Teachers can exploit them as objects bearing labels in written language, to 
form a first element in what we are calling an exploitative view of the 
reading curriculum. These things are a first element: drills and skills are 
means to these objects and their labels, and hence come second. This does 
not imply that word-recognition does not matter, Once again the need is 
not for one or other but for both. 

An exploitative reading curriculum, in the sense in which we have used 
the term, sets out to engage the pupils in activities and inquiries which both 
relate to their everyday lives and entail the use of written language, and in 
particular entail interpreting a text. The conscious inclusion of a language- 
using element in every activity thus runs parallel to our conscious inclusion 
of elements which use the four language activities in the examples of work- 
cards and worksheets given in this book. The list of letters written by a 
single class (see p.79) is a more concrete example of the exploitative 
approach moving beyond the classroom and being carried much further. 
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s difficulty of making a phonic approach exhaustive c: 


Non-specialists who ask experienced colleagues about the teaching of 
treading quickly find themselves confused by the jargon, which is used by 
teachers who, like most of us, object strenuously to jargon in others. 
‘Phonics’, ‘look and say’, ‘flash cards’, and many other terms fill the air. 
The methods referred to will be advocated with dogmatic enthusiasm or 
Mentioned with a hesitant lack of commitment, and in either case the 
Seeker after guidance feels doubtful about the advice. At the research 
level, too, a close inspection of prevailing methods, of research studies 
designed to evaluate them, and of the theories behind them, has led us to 
Conclude that nobody really knows what happens when children learn to 
read. The available expertise has tended to concentrate on evaluating 
Particular methods, sometimes from previously committed positions, 
rather than on looking closely at the cognitive operations involved. 
However, this has begun to change. 

‘Phonics’ is a generic label for the approach which requires children to 
learn the correspondences between the sounds of the spoken language (or 
Some of them) and the symbols of the written one (or some of them). 
British practice has now outgrown the teaching of the traditional names 
Of the letters, and teaches the main sound-equivalance of each symbol. 
Most phonic approaches deal with most or all of the 44 basic sounds of 

language, but they vary enormously in how far they cater for the 
Corresponding symbols, which in reality run to several hundred. The 
Usage of written English in practice relies very heavily on about 160. But 
teachers who use ‘phonics’ are apt to deal with only 50 or 60 of these. 
(See Frank Smith, ‘The Efficiency of Phonics’, in Frank Smith, (ed.) 
Psycholinguistics and Reading, Holt, Rinehart, and Winston.) The s 
an be seen by looking 


at the symbols which can correspond to the same sound in a single instance: 
height, eye, I, bite, right, isle, buy, by, died, dyed, indict, and two or three 
More, Nevertheless, many children have learned to read very successfully 
a system relying on phonics, and their success has therefore been 
attributed to the method. But we have known for half a century that when 
e first phase of learning to read has passed, children do not identify words 
By, know by identifying the individual letters in them. It isnot physically 
Possible to identify the letters and to read as fast as most children soon 
Some to do. For this reason phonics has serious limitations, and the ap- 
pach is inherently less efficient than most of its users suppose. Moreover 
-te iS a good deal of linguistic nonsense talked about ‘blends’. These are 


si 
Mply two-letter or three-letter symbols. 


. No SRT hw ote oats i BW hed ee | 


Every English teacher 


‘Look and say’ is a label for an approach to reading which for many 


- years was regarded as being in competition with phonics. It started from 


the accurate perception that children do not long stop to identify individ- 

ual letters, and proceeded to require children to learn the profiles of 

common words. One of the more common ways of doing this was (and is) 

the use of ‘flash cards’ which show one word at a time. Unfortunately, the 
words most often used have profiles which fit a great many words, and the 

flash card offers no clue to the child about which word it may be except 

those provided by the individual symbols—i.e. the phonic clues. The exclus- 

ive reliance of some schools on ‘look and say’ is bound to cause some 

serious gaps in pupils’ knowledge about how symbols correspond to sounds, 
and these gaps emerge in the later years of the secondary school, if not 

earlier, as major weaknesses of spelling. It will be evident that ‘look and | 
say’ is both efficient and inefficient, just as ‘phonics’ are, but that the 
strengths and weaknesses of the two are complementary. Rather less 
widely used is a ‘whole sentence? approach, which relies on short, simple 
sentences to be read in the immediate context of pictures which provide | 
accurate clues to the reading. The strength of this approach is that it | 
recognizes the inherent continuousness of language: reading is, indeed, 
much more than decoding separate words. Its weakness is precisely that it 
may instil a notion of the sentence which is much too short and simplistic 
to be of use in the practical functions of language. Here again, the approach 


= fits in well as one element among others. 


All these approaches to reading, like those which rely on special 
alphabets, are rapidly falling into some disrepute among well-informed | 
scholars, but they are so well established in the publishers’ catalogues and . 
school stock-rooms that they will be with us for a long time to come. The 
disfavour with which experts view them stems from two sources. If there 
is one, abiding lesson of educational research, it is that a method is as good 
as the devotion of its user—and in reading, many teachers tend to be the 
prisoners of their method rather than its masters. At a more serious level, 
all these approaches are based on a learning theory which evolved before 
the immense growth in our understanding of language that has taken place 
since the mid-1950s. Since reading is a process of responding to written 
language, the nature of language itself, and of written text in particular, 


_ would seem to be essential elements in an adequate theory of reading. ` 


These elements are only now beginning to be explored fully, by specialists ~ 


working in the field rather sadly known as psycholinguistics. It would be 


a pity if teachers allowed the label of this important field of study to put 
_ them off its findings, some of which enable us to predict the direction in 
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which reading theory is likely to change in the next decade or so—and it 
does seem certain that a major re-orientation is coming. 

To summarize our expectations very briefly and crudely, we must 
expect a vastly greater appreciation of the role of a child’s existing know- 
ledge of his own language, and of the world about him. We would expect 
numerous studies to show that a child’s fluency as a talker before he tries 
to learn to read will markedly affect how successful he is at reading. We _ 
should expect, too, a greater understanding of the role of contextual clues _ 
in any reading process, and a more detailed awareness of the many ways 
in which written language, just because it is written, is unlike spoken 
language. This general development can also be expected to show the 
linguistic and the psychological study of language and reading adopting 
much more similar positions than in the past. One aspect of this is already 
apparent: specialists in reading have widely accepted the view that spoken 
and written language are different but in their own domains equal. It will 
no longer do to regard one as inferior to the other. They are also in the 
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process of accepting that it is unreal to expect children to learn to handle f 
written language from a spoken language environment. But the contrast f 
between spoken and written, while important, is not an opposition, and X 
we have stressed the value of constantly building bridges between themin 


school. j 

One bridge which we would not advocate, however, is that which is 
sometimes called sub-vocal talking, or ‘sub-vocalization’. There are some w 
children, and there are some stages in learning to read, where sub- A 
Vocalization has a useful part to play. But normal children rapidly outgrow — 
it, and should be encouraged to do so. The child who does all his reading 
by sub-vocalizing it, as it were reading it aloud quietly to himself, is bound 
to be reading very slowly. (At the other extreme, the adult who never 
does it at all is likely, on occasion, to miss important elements in compli- 
cated texts.) One implication of this for middle school teaching is that 
children whose teacher no longer hears them read need to be given tasks 
involving some reading aloud, but with the emphasis on the meaning of : 
the text as a whole rather than on individual words. Many British experts — i 
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would go further and say that the boundary between reading as a subject 

and reading as a frequent and natural classroom activity should be broken 

down as soon as possible. This would imply much less use of ‘reading ' 

schemes’ and much more use of schemes of work in which reading has to 7 

happen, together with far more interaction between school and the world 

Outside school (even if only with other schools). a 
The reader who has turned to this section looking for definitive answers 
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to his problems may feel that he has been given the dustiest answer of all— 
that there are no answers. In practice, however, if he will absorb the cau- 
tion we suggest about rigid advocacy of any single approach, and can per- 
suade an experienced colleague to let him see the teaching of initial literacy 
going on, he will be able to see for himself the two over-riding realities: the 
teaching of reading is a long, slow, complex process, and the variety of 
approaches that is available offers a fair chance of being able to help 
struggling pupils, provided the non-specialist teacher is not expected to 
handle the problem unaided. 


Hearing children read 
What precisely is meant by this central activity in ‘teaching reading’? The 
class’s work has to be organized so that the pupils who need a period of 
undivided attention from the teacher can have it regularly. The pupils who 
are to be heard should come to the teacher in ones or twos, ready to read 
from a text which both the pupil and the teacher can see without diffi- 
culty. The rest of the class should not be in a position to attend closely 

_ to what the teacher is doing. When children read to the teacher, they 
should not be in the position of candidates trying to pass a test: the 
teacher should watch for the difficulties and help the child over them, 
rather than watch for the errors and pounce on them. The particular 
elements that the teacher watches for will vary from child to child, With 
one there will be recognition problems, and listing other examples can 
often help the learning. With another the word-recognition is well devel- 
oped but there is little sense of the shape of a sentence: here the reading 
may be punctuated by ‘Let’s take that bit through again and get the full 
sense of it.’ With yet another the reading may be fluent, but the child may 
not in fact understand more than a fraction of what he has read, and a 
quite different response is called for. In each case the activity is a co- 
operative one, but a great many teachers find it a strain. There is an endur- 
ing temptation, as there was in the old practice of reading round the class, 
to let the child who most needs a relatively long practice get away with a 
very short one. Indeed, some specialists in reading have speculated that 
the amount of time given to each child’s reading to the teacher may have 
more to do with success in learning to read than any other factor. If this 
were true, and there is no reason at present to deny it, the explanation 
would be that children who are called up to read only one page of text at 
a time have too strong a temptation to learn each page by heart, and too 
little incentive to practise and master the mechanisms of scanning and 
speaking different segments simultaneously. However, the part played by 
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the teacher in hearing children read is not that of a merely passive hearer, 
and a very great deal of the learning that can take place in these small 
individual sessions is lost if the teacher does not play a very active and 
responsive role. 


What children read 


The supply of books 

The teacher’s biggest contribution throughout the 9 to 13 age range is in 
reading aloud to his pupils. For many children, even quite able ones, 
narrative is difficult to read with any full meaning. They can register the 
sense of the text, perhaps, but cannot transpose it into any kind of ‘internal 
performance’. Children who are used to being read to at home are usually 
those who most quickly learn to read for themselves, so the support of 
good reading aloud is relevant to all children. The teacher’s second great 
contribution is in saturating his pupils with books: books to read, to look 
at, to get information from; childish books to revert to; difficult technical 
books to puzzle out; large books of fine pictures to wonder at. And this 
large, expensive, vastly diverse stock of books is in its right place on desks 
and tables, on display racks and windowsills. Neatly ranged ranks of 
undisturbed library books are idle capital, producing only self-esteem in 
their keeper. If the school signals to children that library books are some- 
thing special, or that reading is ‘outside reading’, the children will get the 
message, and their antipathy to reading will be exactly what the school 
deserves. 

More and more, the books which make the classroom a bookroom are 
paperbacks. This is as it should be. In terms of what each reading of a 
book costs, paperbacks are about half as expensive as hardbacks. Children 
identify with them readily, and it is brute fact that there is more good 
contemporary children’s literature in paperback form than in hardback. 
Their lack of durability, too, may be more of a virtue than appears at first 
sight. If a junior school rightly buys six copies of six titles nowadays, where 
it used to buy a class set of one title, the wear and tear on them enforces 
a re-appraisal of the stock cupboard that most schools could carry out 
with profit. A paperback stock ought to be replaced in the course of three 
years in any case, with a sensitive eye to the changing scene in children’s 
literature, and to its ‘packaging’, which can strongly affect a book’s 
appeal. For all these reasons, too, it seems unprofitable to think of 
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re-binding paperbacks in hard covers. 

Children judge books very quickly. They look at the blurb, or the 
i opening page, or the illustrations, or, more commonly, the length, and if 
any of these meets with disapproval they reach for the label most ready to 
_ hand—‘boring’. Moreover, one of the yardsticks that children use here is 


_ polythene sleeves for covering them even more so. But even more precious 

_ than the dustjacket is ownership. There are a number of commercial organ- 

__ izations which supply books for re-sale, and school bookshops are now 

_ authorized by the Publishers Association under the Book Agency Scheme, 

__ which can benefit the school financially. Such bookshops, while they can 

__ be run by parents, need the supervision of a teacher in selecting the stock. 

_ They may also be the only place in a neighbourhood which offers a reason- 

able variety of children’s books, and they can thus be very valuable to 

parents as well as pupils. (For further information, write to The Publishers 

; Association, 19 Bedford Square, London WC1B 3HJ, or the school’s 

nearest retail bookseller.) 

Alongside a large amount of reading aloud by the teacher and much 

_ individual reading by the children, there needs also to be more intensive 

ading. The objective of this is a dual one: to bring children to a closer 

understanding of how good authors use words, and to make quite sure of 
the imaginative enrichment that worthwhile literature can provide. The 

"practice of reading round the class is a quite deplorable substitute for 

intensive reading as we understand it. What we mean by intensive reading 

__ can best be illustrated by two examples. 


_ Reading is a solitary activity, and school as a public place is ill-suited to it. 

_ Beside this paradox lies another: the main way of resolving the problem, 

group reading, has been more widely used with younger juniors, where it 

__ is often quite unhelpful, than with the 9 to 13 range where it can be really 

= useful. To ask the halting reader of 7 to read aloud to his group is to 

_ depress the morale and attainment of the whole group: such work should 

__ be reserved until children can read with at least moderate fluency. Too 

_ often children go from reading badly to a group to reading even more badly 

| toa whole class, and the difficulty of finding books which suit a mixed- 

ility class accentuates the problem. On a sound basis, however, group reading 
he middle years can be very valuable indeed. The teacher should have 

ccess to a stockroom containing sets of six or seven copies of each of a wide 
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variety of titles, so that each group can be equipped wi‘h a book appro- 
priate to its attainment. Each book should be supplied with a worksheet 
suggesting a range of activities—dramatizing this part, making a tape of 
that, writing about personal experiences analogous to those in the book, 
looking at its situations through the eyes of different characters, and soon. 

Setting up worksheets of this kind requires the teacher to read the avail- 
able books with some care, but Heinemann Educational have now issued a 
series of Reading Study Units related to a dozen or so titles in the New 
Windmill Library, which are good examples of this approach. Each of these — 
four-page leaflets gives information about book and author, and a series 
of activities for individual and group work. They have been based on the 
known successes of the list, but even the best commercially produced 
worksheets are no substitute for those made by the teacher himself for his 
own pupils, partly because classwork on a book needs to include discussion 
with a teacher who has read it thoroughly. Even so, there are novels which 
Tesemble poems in being better treated as material for group reading that 
calls for no further exploration afterwards. 


The short story 
Intensive reading becomes difficult if the work being read goes on so long 
that children lose its thread. The short story avoids this problem, and also 
does less damage if it proves to have been a mistaken selection. The kind of 
worksheet treatment already suggested is easier to develop and offers the 
teacher a chance to experiment and learn from errors. Harrap’s Storymakers 
and Blackie’s Globe Short Story Library cater specifically for teachers of 
children in the middle years, Short stories are best bought in ‘half sets’ of a 
about twenty copies, so that all pupils can follow a reading by sharing a ’ 
copy. A common pattern is for the teacher to read a story aloud while the 
Pupils follow, and to move into discussion of theme, plot, character, or 
whatever aspect exercises the pupils’ mind. This is followed by written work ; 
on a related theme. The only thing wrong with this pattern is a tendency for 
teachers to use it without variation. It is banal, for instance, to invite children 
to write on the theme of a story so brilliant as James Thurber’s ‘The Night ie 
the Ghost Got In’ (in Thurber Carnival, Penguin): the pupil will be too much 
influenced by the model to write for himself, and the model is far too 
difficult to emulate. Such a story is better treated as one of several illustr: 
of a theme. A eu 

Even with children of 9, however, there is a place for some literary study. | 
Y We would most firmly oppose any sort of literary critical approach, except } 
= Perhaps with gifted children of 11 and upwards. Questions which seek to i ' 
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distance the reader from the story are bound to confuse many children: 
they should be focusing on the story and its meaning rather than on their 
feelings and whether those feelings are ‘true’ to the story. Rather, the 
teacher should ask children to explore the possibilities of converting a story 
into other media, tape or drama, chat-show interviews with leading charac- 
ters, wordless drawings to tell the key episodes, and so on. At a more 
mature level it is feasible to juxtapose different stories with similar themes 
and examine the treatment of the central ideas. Alternatively one can take 
a story narrated by one character and have it re-told by another. It is in 

~ these oblique ways that children come to appreciate that a literary artefact 
i is something made, rather than something that ‘just happens’. 


The class reader 


A few years ago English specialists led a determined swing away from using 
the same book with a whole class at a time, and the pendulum now seems 
to be swinging back again. The more diverse the English work of a class 
| becomes, and the more it employs group methods, the more valuable it 

will be to have a bare minimum of material that everybody knows. The non 
¿specialist is also likely to have to use a class reader because that is what the 

school makes available. The list of books in Sources and Resources II will 
be useful if the teacher can make any choice among the stock, but whether 
he has a ‘good read’ or not, he should avoid using it for ‘reading round the 
j class’. The good reader gains little by it, and the bad reader is harmed. The 

good reader has finished the book long before the class as a whole, while 
the slow reader will lose the narrative thread unless it is used every period 
until the book is finished. Once again, large parts of it should be read by 
the teacher. Large parts of it, too, should be read silently: for children who 
have never experienced it, thirty minutes of silent reading can be a novel 
experience and not at first an easy one. Other parts may be apportioned 
for prepared reading by groups of children: a group can be given a chapter, 
with a leader appointed to allocate parts and run a rehearsal, dividing up 
the conversations and adapting the narrative passages. Such work can be 
recorded on tape, too, with sound effects and the like. (We have seen 
classes of 12 year olds turn J.R.R. Tolkien’s The Hobbit (Allen and Unwin) 
into a musical, with lyrics and score written by the pupils.) All of these 
approaches are designed to bring the children back to the book again and 
again, exploring beyond the narrative line all the time. 

What has been said of the short story applies to a lesser degree to the 

the novel, but there is much less room for manoeuvre with the class reader 
which is non-fiction. With a novel it is best to ‘get through’ the book as 
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quickly as possible: any loss of particular words and meanings is more than 

compensated by the gain in impact, and the same holds for scripted plays. 

One of us has watched a class of 9 years olds devote an afternoon to 

E.B. White’s Charlotte’s Web (Puffin): nine groups of four children each 

took a chapter, previously allocated by the teacher, and handled it in 

whatever way they chose, within the prescribed limit of ten minutes for 

each group’s presentation. In this instance, thirty of them had read it i 

individually, mostly at home, and the decision to ‘do’ the whole book was 

made by the class. There had been six copies, along with six of each of 

nine other books, and it may be that their interest would have been less 

if it had been a class reader in the ordinary sense. Not surprisingly, the 

teacher’s birthday was marked by a cake inscribed ‘Some teacher’. (Some d 

variations on.the use of the class reader can be found in K. Calthrop, 

Reading Together, Heinemann.) ; 
It is especially in a mixed-ability class that the library of small sets of 

varied books becomes very useful. Since attainment and personal maturity 

do not necessarily go together, the teacher using a library approach must 4 

expect some surprises. However, he can also exploit the class’s rapidly 

growing knowledge of the books available to them. The talk about books i 

that marks a class where reading for pleasure is normal can be a potent ‘ 

stimulus to previously reluctant readers, especially in overcoming the | 

belief that reading for information is the serious business while reading 

fiction is a frill. This attitude is often derived from parents who identify 

fiction with comics and condemn all alike—a position not entirely absent, 

unfortunately, from staff-rooms. In attacking this prejudice, television and 

film can be a valuable ally, partly because they can give children the overall 

picture of what a novel is about, and do it better than any teacher. To 

dismiss all television and film as corrupting is a Luddite posture whose 

moral virtue is its own but nobody else’s reward. In particular, a novel in 

a visual medium can register with different age groups in very different ways. 
Consider for example the film recently made of E. Nesbit’s The Railway 

Children. Girls of 9 will see this as costume drama. Boys of that age see it 

as a story about quaint trains. But boys of 13 and girls of that age will 

identify with the older girl or with Mother's problems. Very few children 

in this age range are going to be bothered by the sentiment in the story. At 

a quite different level, one of us watched a teacher of an able second year 

class of grammar school girls make fine use of the televised version of 

_ Jane Austen’s Sense and Sensibility. Unaware that it was coming, the class 
had read the book because it was on the departmental syllabus, and had 
been quite reasonably bored by the apparent lack of incident. They had 
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gely missed the irony and incisiveness of Jane Austen’s dialogue, but as 
viewers the class readily saw how Elinor’s devastating invective against 
_ Willoughby needed rare technical skill in the actress, and how much more 
there was in the text than they had realized. 

} Although we have been concerned with the reading of prose fiction, 
-reading for information is also an important concern of English teaching. . 
There is likely to be less resistance from some pupils to this kind of reading, 

and the English teacher needs to encourage and to extend the expectations 

of his pupils so that they do not always expect books to contain information 

| or to be ‘true’. Much that goes on in school reinforces the idea that books 


_ are repositories of ‘facts’. The English teacher may need to lead his pupils i 
to realize that there are other kinds of truth, 
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English, however we divide it up, remains a unity. Our pages about listening H 
and talking and reading have strayed naturally into writing, and this chapter 
will stray the other way. To give writing a separate chapter is only a con- S. 
venience, If it is distinct from the other three elements in English, it is so 
not in importance but in its sheer difficulty. 

We have already noted how difficult it is to read aloud. One has to utter 
one chunk of a text, process a second, decode the symbols of a third, and 
scan a fourth chunk, all at the same moment. The act of writing, dissected in 
the same way, appears infinitely more complicated still. Yet it is on our 
pupils’ performance as writers that most teachers of English are judged. There ; 
was once a boy of 15 months who never spoke. His anxious grandmother F 
claimed roundly that he had no language powers. But one day his uncle took 
the boy to his grandmother and gave him a series of instructions, verbally, 
which he most accurately obeyed. ‘If he has no language , asked the uncle, 
‘how does he understand my instructions?’ Most employers and teachers 
judge the language competence of our pupils in a similarly selective way: a 
pupil who cannot write is liable to be adjudged illiterate. So, too, a pupil’s 
written deficiencies glare more tellingly than any others. It is as though the 
taken-for-granted quality of being able to write makes people the more 
shocked by the absence of that skill. We have seen a backlash about 
‘standards’, which we believe to be only beginning. Teachers in further 
education are exercised over endless prosings in non-sentences by their 1 
students. The trainers of teachers are baffled by the spelling and punctuation 
of their trainees. These consumers of our output may forget the huge scale 
of the change wrought by two generations, but there is not much merit in 
denying a charge so patently true: many students cannot spell or write as 
lucidly as they should. The employer and the don often fail to see that if 
they themselves do not hand back the mis-spelled or ill-written text for 
te-writing, they put the school English teacher in the exposed position of 
being the only purist in a lax world. For teachers of other subjects in school | 
this silent betrayal is a less pardonable dereliction, to which we return in ; 
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Some 9 year olds are, by definition, still non-readers. The proportion 
who are not yet writers must naturally be somewhat higher. There will be 
some whole classes, and many pupils, who at this age still need sustained 
practice in pattern-drawing, drills in the shaping of letter symbols, instruc- 
tion and training in holding and using a pencil or pen (not, for immature 
writers, a ballpoint). Even so, most people probably ask their 9 year old 
pupils to write too much, and to do it too quickly. It is not hard to assess 
this, by collecting a single pupil’s written output for a given school week 
and displaying it—though the teachers should agree to refrain from com- 
ment to their pupils. In schools where this rare and revealing exercise has 
occurred, the staff have grasped that the school’s standards in writing are 
every teacher’s responsibility, and that its demands can easily be excessive. 
The variety of styles and purposes in the writing is often extraordinary. 

It raises at once the whole question of what language in general, and 
written language in particular, is for. 


Uses of language 


There have been two useful and complementary attempts to answer this 
question. Working form a general view of language in its social context, 
Professor M.A.K. Halliday (in Explorations in the Functions of Language, 
Edward Arnold, Chapter 1) suggests that children come to realize, in 
practice rather than explicitly, seven uses or functions of language. Each 
of these has a technical label, but they are simple enough. 


For getting things done (the ‘instrumental’ function). 

For getting people to act as one wishes (‘regulatory’). 

For getting on with people and groups (‘interactional’). 

For expressing, discovering, or defining one’s identity (‘personal’). 
For finding things out (‘heuristic’). 

For inventing, pretending, making fantasies imaginative’). 

For conveying information and describing reality (‘representational’). 


NAR ONE 


Most readers will have no difficulty in identifying concrete examples of 
each of these in the talk of children of 11 and 12. Of course, no child ever 
views language in this detached way, and no actual use of language consti- 
tutes an example of one and only one of these functions. Any particular 
use of language may embody more than one, But as a catalogue it is useful, 
especially in helping us to notice which functions have become part of a 
child’s spoken competence but are not yet evident in his writing. For 
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example, the regulatory function calls for skill in speech, but in writing it 
can be very difficult. Many adults, as the existence of ‘officialese’ testifies, 
never really learn to do it well. Halliday’s list is also valuable in pointing 
to the great diversity of language itself. 

Professor Britton has worked from a standpoint more immediately 
grounded in practical English teaching, and his thinking about language 
relies heavily on the distinction between participants in social action and 
spectators of it. (See ‘What’s the Use’ in Language in Education, Routledge 
for the Open University.) This distinction underlies the contrast between 
the first two of his categories of writing: ; 
Transactional: conveying directions, asking questions, achieving day-to-day i 
purposes, operating in society as a participant. 

Expressive: exchanging feelings, airing opinions, conveying attitudes, 
revealing one’s personality, principally though not exclusively as an 
observer or spectator who is not dependent on a response for the communi- 
cations he makes to be valid. 

Poetic: constructing (or using) a conscious artefact of language, using 
complex organization to grapple with complex reality. 

The two accounts are not strictly comparable, since they are not analys- 
ing quite the same things. Britton focuses mainly on writing, whereas 
Halliday seeks to embrace spoken language as well. Moreover, Halliday is 
seeking to define categories which operate in any language, whether it has 
a literature or not, while Britton’s description would seem to fit more 
closely the kinds of writing generated by English teaching in a culture 
where literature has a high place. Only a very small minority use language 
for poetic purposes, as Britton defines the term, but Britton and his fol- 
lowers make a powerful case for the educational value of setting writing 
tasks of a poetic nature, both in prose and verse form. It is also important 
to realize that both accounts are schematic: that is, no particular instance 
of talk will be exclusively transactional and without any expressive function 
at all, just as much writing by children moves uncertainly between expressive 
and poetic functions. In the same way, but to a much greater degree, 
Halliday’s is an abstract account: a request to another person to shut the 
door is primarily regulatory in function, but if it is said and understood as 
a signal of intimacy between two people the interactional function is 
present; and if the two people are children acting out an improvisation 
(with a ‘pretend’ door), the imaginative function is being exploited as well. 
In fact almost any natural occurrence of language is multi-functional in 
this way, and Halliday intends us to see this by suggesting functions which 
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can all operate at the same time. It is too simple to say that Britton’s 
categories are mainly linguistic, but if Britton’s are a useful guide in plan- 
ning a programme of classwork in English, Halliday’s are a useful reminder 
of how much we may leave out by concentrating our work on the teaching 
of writing alone. 
The standing danger for non-specialists is that of asking their pupils to 
write only expressive and poetic material, or else exclusively transactional 
bread-and-butter stuff. If your taste is genuinely unsympathetic to imagin- 
ative writing, and the transactional category appeals to you, Halliday’s 
analysis can enable you to discriminate between representational and inter- 
actional functions, for example, which in Britton’s scheme are both covered 
by transactional writing. It is with older pupils, especially in further edu- 
cation, that writing for interactional purposes becomes important, but 
success at that stage rests on experience of these functions of language in 
the spoken medium much earlier in life. In any case, it may be doubted 
whether children of 9 (or of 13 for that matter) are ever conscious of the 
distinctions made here, or ever ought to be. The most that they normally 
appreciate is that their writing will be scrutinized by the teacher;its mistakes 
will be noted, sometimes annotated, and occasionally pilloried or ridiculed, 
This expectation that mistakes will not be allowed to be corrected quietly 
- will in the end have the same effect as a foreign visitor’s knowledge that his 
accent is found amusing; it will dry up the flow of language altogether. We 
__ have stressed elsewhere (see Chapter 7) that pupils’ mistakes in their writing 
should be noted, collected by the teacher, and dealt with in classwork or with 
the individual in a fashion which does not create anxiety. The strategy of 
Writing very little or of saying ‘Please, sir, I can’t think of anything to say’ 
_ denotes the presence of anxiety or fear, 
This desire to have children write more rather than less may seem 
` inconsistent with our earlier observation that most children are asked to 
"write too much in school. To be more precise, children are given too much 
unmotivated writing under intense pressure of time. It is this emphasis, on 
the motivation of children to write, and on the restriction of the motiveless 
mechanical exercise (in English or any other subject) that underlies our 
Suggestions for writing work. We shall use Britton’s categories rather than 
Halliday’s, largely for convenience, but partly because the latter were not 
designed as a scheme for planning work in school, 
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_ Transactional writing 

_ This falls into two broad categories. One is of course the wide range of | 
ao ‘service’ functions through which a child’s mastery of written language 


ual 
UE PA RNI Tr E N TITT Sye pap" 


rk OMe Oral 


j Writing F Sey 


underpins the rest of the curriculum—note-making, record-keeping, 
recording and giving information, writing history essays and social studies 
projects, writing up scientific experiments, and so on. As Douglas Barnes 
has pointed out, this kind of language is full of unexplored assumptions, and 
later in school life is liable to be a source of difficulty. (See Barnes, Language, r 
the Learner, and the School, Penguin.) For example, it is readily assumed that- 
‘dictated notes’ are the same thing as ‘notes’, whereas in reality the operations — 
involved are radically different. History teachers assume, for example, that d 
after several years of having notes dictated, pupils will somehow have learned 4 
how to make their own notes on a lecture. This does not necessarily follow. _ 
The English teacher can begin, with pupils of 12, by using a tape-recorded 
talk on a simple subject: the class is asked to make a set of notes, to compare 
them in groups, decide what the main headings are, lay out a scheme, and 
listen to the tape again. In the same way, the ability to comprehend and later 
to convey instructions in writing can be put into practice in the classroom, 
but it is pedantic to rule out diagrams if they would be used in real life. A 
pupil has to give some instructions, using one of his hobbies as the subject- 
matter. How the group carries them out provides instant feedback, and the 
instructions usually have to be clarified. But it is all too easy to make the 
task too difficult: instructions for making a paper dart are manageable, ‘ 
whereas instructions for tying a tie may not be. Similar exercises can involve A 
recipes, simple experiments, conjuring tricks, and so on, and where possible 
they should be based on close collaboration with specialist colleagues. How 
well the task of giving instructions works is determined by how well the job _ 
is done. . 
The second broad category of transactional writing is what one might 
call the social uses of language, or those parts of them which use writing. i 
These include letters of every kind except the highly personal one (which i 
% 
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would be under the heading of expressive writing). It is important to grasp 
that this category embraces writing of a wide range of formality, but that any 
conscious awareness of differences in formality will not develop until after 
the age of 13, We have suggested elsewhere a number of opportunities which q 
ni 
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arise for children to write letters, and here is a list of letters written by pairs 

of pupils in a class aged 10. The teacher arranged that every pupil formed one 

of a pair, and every pair in the class wrote one or more of the letters during 

the year. The total of 165 letters included the following, nearly all written 4 


on school notepaper: is 
i Seven letters asking local officials, managers, social workers, etc., to visit i 
_ the school to talk with the class. 
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Six letters to thank them for coming. (One refused.) 


One letter to a novelist telling her how much the class had liked one of 
her novels. 


Sixteen letters to the same novelist answering her request for much more 
information about what they had enjoyed in the novel. 


Eight letters expressing appreciation for hospitality received during class 
outings and visits. 


A letter to the Vicar asking him to come and show them how he did a 
baptism, and one to thank him for coming. 


A letter to the teacher’s husband to say they were sorry he had broken his 
arm. 


Eleven letters to parents of members of the class, wives of staff, and others 
associated with the school, to offer congratulations on the birth of a baby. 


Three letters to an L.E.A. District Inspector thanking him for arranging 
a special grant for a Children’s Britannica. 


Ten letters addressed to pupils in a special school in the district, telling them 
about plans for a visit by the special school’s pupils to the Christmas play. 


In this case four of the letters were being written to immediate neighbours 
or siblings. 


Not surprisingly, the teacher did not have to ask her class to write their 
thirty-four letters at the end of the year thanking her for all her hard work. 


In a class where letter-writing is of this order, it becomes quite unnecess- | 
ary to teach children that some letters have to be formal while some can be 
friendly. The layout of letters, and of the address on the envelope, becomes 
one of the classroom’s standing displays, or is always available on a reference 
sheet. 

Another common activity in this category arises from meetings. Even in 
junior school the pupils should be consulted about some aspects of school 
life, and every time this happens is a chance to ask some pupil to practise 
the demanding art of taking minutes. A class newspaper provides many 
opportunities for factual reporting, and the many outside contacts which we 
have suggested provide other occasions for simple transactional uses of language- 

To sum up, we can suggest that each pupil should in the course of a 
term’s work gain experience, of a kind appropriate to his own attainment, 
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of using writing for requests, replies, reports, recording, describing, and 
handling impressions and ideas. A great deal of this work will occur nat- 
urally in the course of pursuing other studies, and many English teachers 
have sought to use their own work on written language almost exclusively 
for the last of our list. It is this sense of needing to plug a gap in the rest 
of the curriculum which probably accounts for the tenacity of the long 
outmoded form known as ‘essay’. However, most of the children under 
13 are still in the phase of what Piaget called concrete operations: they do 
not handle abstractions or generalized concepts easily. There should be no 
place whatever, therefore, for writing tasks which depend on one-word 
titles, or call for assessment of long-term changes, or ask for speculations. 
If speculation has a place in the writing of children of this age, as it clearly 
should, it will be in the form of imaginative prediction, and hence in the 
category of expressive writing. 

Our use of the distinction between transactional and expressive should 
not be taken to imply that the former is solely nuts-and-bolts, bread-and- 
butter stuff with no use for imagination or insight. Transactions are, by defi- 
nition, social activities which engage with other persons. Children need to learn 
some of the elements of varying what they write to match the person to 
whom it is being addressed. In the middle school range this control will 
develop in spoken language first, and only to a rudimentary degree in 
writing. But the response of the recipient of a letter can and should be 
explored in drama, and the various possible ways of wording letters of, 
for instance, complaint, can be investigated. Teachers who have not related 
written work to drama before will be surprised by the effect of doing this: 
it reveals vividly the concreteness Piaget refers to. By contrast, the kind of 
language sought by many secondary teachers of history, for example, 
entails the accurate handling of impersonal and passive constructions which 
are markedly abstract, and a type of transactional writing for which most 


pupils under 13 are not yet ready. 


Expressive writing 

We have largely avoided the term ‘creative’ writing, if only because all 
children’s writing must be derivative to greater or lesser degree. In recent 
years many English teachers have fallen into the error of supposing that 

this is the only kind of writing worth doing in English lessons. Indeed, at 

all levels expressive writing has an important part to play. It can also lead 

to work of outstanding merit, as Sir Alec Clegg’s anthology The Excitement 
of Writing (Chatto and Windus) well shows. But teachers have encountered 
the uncomfortable fact that not all children readily demonstrate what this 
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approach would call imagination. Partly in consequence of this, whole theories 
of English teaching and whole course books have been based on the notion of 
‘English through experience’—the theory that children should be encouraged 
to observe accurately and then write powerfully and expressively about their 
experience. But ‘observe accurately’ can very easily slip into ‘feel acutely’ 
and even ‘suffer painfully’. Thus, boys and girls have often been sent to 
run round a snow-covered field in winter in order to ‘have something to 
write about’ afterwards. A.W. Rowe and P. Emmens’ course books, 
English Through Experience (Blond Educational), dating from the mid- 
sixties, actually suggest that pupils prick their fingers with a pin: ‘the 

sharp sting of the pain is a powerful stimulus’. There is a paradox, some- 

= where, in basing imaginative writing on something so unimaginary, not 

to say unimaginative, as a pin-prick. But the real objection to this sort of 
approach is that it can limit the imagination rather than extend it, while 
extending imaginative experience can be done very well by vicarious and 
artistic means. 

Expressive writing does usually need a stimulus of some kind. This should 
usually be something worth a child’s attention in its own right, and we have 
seen very successful work based on slides, photographs, and reproductions 
of great painting. Non-naturalistic art has often proved good material, as 
have the Impressionist painters. Slides are better suited to group work, and 
reproductions to work of detail. (Full details of sources for this kind of 

material are given in Sources and Resources I.) Film-loops are also useful, } 
especially the Nuffield science ones of a chicken emerging from its egg, and 
of a factory chimney being demolished. (The latter also shows the process 
in reverse.) On a larger scale, films can be one of the most useful of all 
stimuli to expressive writing. Music is useful, too, whether for the purpose of 
creating a ‘mood’, or as folk song for participation, and there is a useful list 
of the former in R.M. Pemberton-Billing and J. Clegg’s Teaching Drama | 
(University of London Press), pp.140—44. There is also much useful 
guidance in T.G. Jeremiah’s Source Book of Creative’Themes ( Blackwell), 
Most of the writing produced in response to stimuli like these will ! 
= consist of short pieces. There is also a need for practice in more extended 
expressive writing. For the more able child it is far from unthinkable to 
_ suggest writing a novel. Many others can be encouraged to keep a personal 
journal. In this, children are encouraged to write about their own feelings 
hopes, fears, activities, and friends, on the basis that there will be no : 
j marking or correcting. The value of this lies in its encouragement of fluency 
_ and organizing private experience into a semi-public statement; it has been 
found particularly successful with less able pupils. (For an outstanding 
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- example, see Dan Fader, Hooked on Books, Pergamon.) Expressive writin 
generally, of course, calls for a lighter hand in the marking than does tr a 
actional or poetic writing, which can be tested against the response of GF 
likely audience. The lesser formality and the more personal nature of 
expressive writing make it important in the period when children are begin- 
ning to discover and explore their own identities. What expressive writin, 
should not do is monopolize the children’s written work. : 


Poetic writing 

The conscious shaping and ordering of experience and feeling may relate 

to real or imaginary worlds, and must be expected to develop relatively late 
in the 9 to 13 age range, if at all. It will find its place in two main areas, of 
which the first is naturally the writing of fiction. Short stories use a $ 
sophisticated literary form, and children of this age should not be expected 
to write them very often. When they do, they should be held to a limited 
length, and it is a very useful maxim to suggest that pupils try to tell us as 
much as possible about as few characters and events as possible. These 
ground-rules are not restrictive so much as supportive: they prevent the 
pupil from rambling and they focus his attention on the essential point of 
the activity. As we have said, the novel, which can be better described to 
pupils as a long story, is a possible form, and there are several well-worn 
but useful literary models—the shipwreck, the dangerous journey, the alien 
visitor, the family that lost its parents, being caught by pirates, G name 
but a few which have served both distinguished writers and young appren- ~ 
tices well. With pupils of 10 or 11, it is wise to sketch out a structure. With N 
‘Shipwreck’, for example, the chapters might be: i 


1. The shipwreck 


2. I reach an island 

3. Iexplore the island 

4. The island is inhabited 

5. Meeting with a stranger 

6 p 


. Escape 
Children naturally hanker after illustrating their writing, and with some 
children the amount of writing they can do will be limited to making the 
captions for their pictures, but the skills of construction and organization 
cannot be learned in the abstract. Wa 
The second main sphere for poetic writing is of course verse. There are 4 
still a few schools where children under 11 encounter no poetry other than i 
ballads and hymns. It is not surprising that such pupils know of no verse 
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which does not limit itself to loud rhymes and sprung rhythm. This leads 
to an obtrusive reliance on rhyme as a defining feature of ‘poetry’. Only a 
few poets in this century have relied heavily on thyme, and they with 
subtlety (see the work of Wilfred Owen and R.S. Thomas). If children 
of 9 have not met poetry which offers more than regular metre and strong 
rhyme, it is time they did, although poetry anthologies seem to be the 
most enduring and least renewable of school textbooks. The aim here 
must be to enable children to experience a way of writing which is com- 
pressed, perhaps oblique or elliptical, impressionistic and unelaborate. Only 
when children have grasped that this is not in any sense an odd way of 
writing should they be encouraged to write in the same way. The best term 
to use is free verse. Basically, each new thought emerges as a separate line; 
speech rhythms reinforce the meaning; and the line is as long as it needs 
to be. Here are two examples, by pupils of 11. 


Looking out of the Window at Night 


I can see myself; 
If I look more closely, 
I can see outside in the street. 
It is hard to see it all clearly. 
The privet hedges are glistening with the raindrops. 
The window pane is blurred with the rain. 
The lawn has got little lights on, of raindrops. 
It is like being in a fishtank 
. Looking at the world. 
I can see the rain 
Bounding off the pavement. 
Great puddles of water. 
The privet shivers. 


The Graveyard 


The short cut 
Over bushes and nettles 
Into the graveyard. 


Large white tombstones, In Memory Of .... 
Here Lies... . 


To some people they bring back memories, 
Ghostly memories. R 


Both of these are typical of the writing of children of this age. They demon- 
strate a movement from expressive to poetic writing, with an attempt at 
conscious shaping of experience presented by a first-hand impression. The 
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absorption in the facts being seen is striking. By the age of 13 one of the 
writers was producing this poem, after seeing a slide of a detail of the 
Creation of Adam in the Sistine Chapel: 


The Creation 


Creation made me, 

I am man; 

Creation breathed in me, 
I am man; 

Creation moved me, 

I am man; 

Creation loves me, 

I am man. 


Children who can develop writing of this kind acquire another means of 
exploring and coming to terms with experience. For many of them the 
compression of statement and the freedom to be inexplicit offer a most 
yaluable way of learning to control language, one result of which may 

be a much increased power over prose writing. But this is not perhaps the 
main value of free verse. Some children have been found to become articu- 
late in writing in no other form. Here is an example of a boy of 14, writing 
about a cock-fight and its consequences: 


Blind John 


Big blind John he comes from West Brom 
He went to Bidul stone fair to buy some 
ribbion for his wifes hair 


her hair was gold her dress was 
green but by him unseen 


He wasn’t a betting man until he got to 

the fair, When he heard of a cockfight 
going on there he could not see but he 
went all the same, 

The owners didn’t bother to them it was a 
game. 

Then John looked at the money and looked 
yet in his mind he new what was right 

John was all big and strong yet he new 

It was wrong to bet on the old and not on the young 
The old uns blood was split all over the 
sand now the proud owner held out 

his hand. 


s$ 


k 


now the old had lost so had John 
now all the money was gone. now no 
ribbion for his wifes hair so it would 
3 have to stay bare. 


When he got hom he was happy and 

gay, but his bad news was goin to 

end a bieutiful day. 

he said to his wife in a slow and low voice 

dear I am sorry theres no ribbion for your 
. hair cos I spent the money on bidleston 

fair. 


_ This poem is interesting for a number of reasons. There are clear signs that 
_ the boy who wrote it is still in the grip of assumptions that poetry should 
thyme. As he becomes more engaged by writing it, his rhythmical control 
_ becomes much more marked, and the writing gains force and economy. 
_ Tho initial inspiration for this poem, too, clearly grew out of poetry that 

_ had been read aloud and talked about. This background includes ‘Wednesbury _ 
Cocking’ (in Robert Graves, English and Scottish Ballads, Heinemann), and 

D.H. Lawrence’s short story ‘Strike Pay’ (in Collected Short Stories, 
_ Heinemann). The piece is a good illustration of how poetic writing may well 
_ be the most appropriate and mature response that children of this age can 
_ make to literature. (We have printed this piece uncorrected. Generally, r: 
_ however, we believe that children’s writing should be published very 4 

sparingly, and should normally be printed in conventional spelling which 

e writer has taken part in securing. There is reason to think that the vogue À 

1 printing uncorrected texts of children’s writing may have led to an 
ver indulgence of lazy writing.) 
_ There are other poetic forms available, of cou 
4 “one. The ‘haiku’ and ‘shape poems’ are useful ex 
_ examples for study and exercises for use in Boo 
_ (University of London Press), a ‘teaching antho 


rse, beside the free verse 
ercises, and there are many 
ks I and II of Touchstones 
logy of poetry’ by 

children of 11 to 13. For 


tpretations of experience. To 
the competence of the child 
ty he learns, 


‘Finally, it is implicit in all we have said about poetic writing that it may ‘ 
ee 
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take the form of prose as well as verse, and that some pupils find prose 
the easier form. There is a fine account of children learning to write in 
poetic modes by J.W.P. Creber in his Sense and Sensitivity (University of K 
London Press), which also offers the teacher a great deal of help with 
leading children into such work. However, one impression which the non- 
specialist may derive from such a book is that pupils should spend a high 
proportion of their time writing. We believe that schoolchildren spend too 
much time writing already, and the emphasis we have placed on other 
activities—listening, talking, and reading—is designed to foster an English 
curriculum in which they write better, partly because they write less. 


` Standards 


Much that we have said in these pages could be represented as disregarding Vi 
standards of excellence. This would be a serious misunderstanding. We have S 
stressed the difference between spoken and written language because we 
believe that teachers who possess this understanding will enable more of 
their pupils, in the long run, to become better writers. We have advocated i 
more, and more sustained, exposure to good literature and good writingin 

‘the 9 to 13 age range, because we believe that children who do not read ' 
enough, in quantity or quality, will not write as well as they would otherwise, 
But to emphasize, as we must, the length and difficulty ofa journey which — 
a pupil must travel before he becomes a skilled writer is not at all to decry 
the value or the importance of the journey itself. ' 

There are children—a few—who by the age of 13 will be mature and 
practised writers. Pupils who can attain this mastery can also sustain the 
full rigour of our critical inspection, and one of the dangers of mixed- 
ability teaching is that they may escape our attention. But the broad run i 
of children are helped along the road by support and encouragement a 
than by severe critiques. And while some children of 13 can es doread 
Dickens for enjoyment, they will also from time to ae ve ht 

‘ John Wyndham or Ian Fleming or Dennis Wheatley H o mg [i vai 
i ‘teach them. Even the most able pupil, however, is T v y Hole 
write like these novelists, and he should irae i a a 
to the top of their bent. It 1s fallac s 
a Roe English teaching with the repute of tpe aon na 
is no educational merit in expecting children of 13, e ao 
to understand the subtleties of mature Shakespearean / 


ed density of Donne. 
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There is a much more genuine problem in assessing the writing of the 
most successful pupils in the middle school range. The very best of such 
work will often be close to meriting publication, but it is by its very nature 
private work, written as a rule for the eye of the teacher alone. Moreover 
it will often be astonishingly diverse: the good English teacher will be 
receiving sets of work from a class of 13 year olds, which include short 


stories, poems, impressions, tirades, comments, and so forth, and much of 


it so consistently good as to defy conventional grading or marking. Main- 
taining what are glibly called ‘standards’ in such a situation can often be 


_ much harder work than with more average performers. One piece may 


remind the teacher of a poem by a major author; it should be looked up, 
and the reference given in the comment. Another may be a bitter account 
of a W.I. meeting, and the teacher may want the child to look at similar 
passages by Charlotte Bronte or Trollope—more digging. A third piece 
prompts a look at the ethologists such as Lorenz or Tinbergen. This kind 
of response is what the work of the ablest pupils often deserves but rarely 
receives, because it is hard work and calls for very well-read teachers. Both 
the authors have done this work for long enough to know that it is facile 
to identify all grammar school English teaching as traditional. Likewise, the 
problem of maintaining standards, or securing the very best attainments 
that one’s pupils can achieve, is not solved simply by collecting the ablest 
children together in special schools or streams. Indeed, the wn Ea 
about standards is that they need mediating to far more pupils than a 
‘selective system can ever touch. 

There is related problem for school librarians. While they are professionally 
tight in refusing to spend public money on stocking up with Dennis Wheatley 
or Hank Jansen, there is a distinction between the standards they promulgate 
as librarians and the range of reading which pupils can usefully engage in. 
Because a school will not supply certain kinds of reading does not imply 
that children should never read them. To confuse the professional duty of 
‘the librarian in a school with the moral welfare of the pupils is easily done 
but mistaken. Such a confusion will ultimately weaken the credibility of 
the school’s values in the eyes of the children: a school library has to exercise 
some limited kinds of censorship, but it should be one based on literary 
merit, not on an anxious desire to avoid upsetting parents or ill-informed 
laymen. 

The standards involved in English teaching, finally, are those of the 
English teacher and his professional colleagues, not those of teachers or 
parents who think, because they are speakers of English, that they are 
thereby qualified to say what its teaching should be about. 
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‘Survival’ may seem a melodramatic title for this chapter—until you have ; 
tried to sustain the full burden of a normal teaching week for a whole 
school year with several classes of a wide range of ability. We are concerned 
here not so much with discipline as with fatigue: English teaching can be 
desperately hard work. We have stressed that good work in English springs 
from relationships of trust and respect between teachers and pupils. This 
means that some of the disciplinary measures available to schools are not 
usable by the English teacher: no child can come to trust a teacher whois _ 
liable to twist his ear or storm with unpredictable anger. But, at the same É 
time, no child can respect a teacher personally if he cannot first respect 
him for his basic class-control. Moreover, talk-laden group work in English F 
makes special demands on the teacher, and if he is trying to encourage talk . 
he has to be very sparing in his use of the traditional classroom command b 
to ‘Shut up!’ For all these reasons, it is a rare English specialist who has io 
not experienced quite serious fatigue at some stage early in his career. The _ A 
non-specialist, rightly giving his attention to his main field of interest, is 
likely to feel his stint of English teaching demanding to a disproportionate 3 
degree. One of the messages of this book to secondary head teachers, >, 
therefore, is that English is a subject which should be distributed to non- i 
specialist teachers less freely than it often has been. The main purpose of 4 
this chapter, however, is to outline some ways of keeping the work-load M 
of English teaching within reasonable bounds. 


Marking i 
In a nutshell, many teachers of English adopt the policy of ‘get them ¥ 
working and keep up with it if you can’, whereas they ought to adopt the 1 
policy of ‘arrange the work so that you can keep up with it’. In this way of 
putting it, ‘keep up with’ is apt to be thought of as meaning, simply, 
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ww ‘marking’. For teachers of some subjects, this may be the case. But in 
V English the work often relates to feelings as well as to ideas, and hence 
} may call for response rather than marking. What are marks in a pupil’s book 
__ if not messages from teacher to pupil? The simplest message of all may well 
be a bare tick: it says, “You have done your bit, and I have taken notice.’ 
Even this basic message is worth conveying: the class whose books are never 
marked very soon learns that its teacher is not interested in what his pupils 
are doing. In this sense, all marking is a form of response. Conventional 
"practice in the past has conflated this simple message of response with 
another one, of evaluation—‘. . .and this is how well you have done it.’ 
Often in the work of an English teacher a tick ora brief comment will be 
better than a numerical mark, and a comment which 
to a better way of doing it will be better still. If this 
standard to maintain, as it is for teachers whose pup’ 
every week, the only recourse is to be selective. Tha 
will Teceive a tick or two at one marking and a fulle. 
and the pupils have in effect to take their turn for 
attention but are never wholly neglected. 
The teacher requiring a steady flow of marks to accumulate in his book 
may look on this view of marking in English with dismay. But learning 
vocabularies for French or formulae for chemistry is only one kind of 
} learning, and, in developing competence in the native language, not the 
most helpful one. The school system as 
i the use of ‘learning homework’ 


gives a reason or points 
seems an impossible 

ils write something 

t is, some pupils’ work 

r comment at the next, 
the teacher’s close 


, that is, between having high st: 
_ erous with one’s marks or grad i 


Y k easily-marked tests and exercis 
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research at the London Institute of Education, which revealed that a candidate’s 
grade in O-Level English could well depend, as much as on any other factor, 

on what kind of topic he chose in the essay paper. (This work is in Rosen’s 
unpublished London University Ph.D. thesis. For a summary, see J. Pearce, 
Examinations in English, Papers in Linguistics and English Teaching, Series II, 
Longman.) | 

In practice, however, many teachers have to work within a system that i! 
relies heavily on marks as the main incentive for the pupil. If you are teaching 
English in such a school, you will feel compelled, perhaps reluctantly, to go 
along with the system. But accepting this constraint does not mean that the 
English teacher should apply it to everything that his pùpils do, not only y 
because it would then be impossible to keep up with the work. The real task 
that is being done when an English teacher is marking written work is mainly 
one of responding, and should be only in very small degree one of assessing. 
Even here, the assessing should be designed to monitor the pupil’s progress. 
Better than a formal examination, the regular written work of a class can tell 
the teacher what changes in their language competence are occurring (or not 
Occurring). This is essential feed-back to the teacher about his own successes 
and failures. The improvements he has sought through his own planning of ac- 
tivities and instruction need to be watched for. But, although these objectives 
may be clear in the teacher’s mind, achieving them is likely to be a slow 
process. For example, exercises about where to put in commas and full stops 
in a passage printed without any in a textbook may yield an easy set of marks 
-~ out of ten, but there is little or no evidence that the pupils show any benefit 
from the exercise in their own writing. This means that the slowness with 
which language competence develops can be disheartening to the pupil as well — 
as to the teacher, and the pupils need constant reassurance that they are not 
wasting their efforts. Similarly, high marks in exercises, which are no necess- _ i 
ary sign of competence in our sense, may also mislead pupils. 

The English teacher who systematically encourages his pupil is not 
betraying any standards: he is maintaining and building the relationshipson 
which good work in English has to be based. The encouragement needs to be ~ 
telated, not to the work of other pupils, but to the earlier work of the same 
pupil. Many classes in the 9 to 13 age range are of mixed ability and the 
pupils are vividly conscious of the differences among themselves. If a child 
has invested a great deal of effort and commitment in a piece of writing which, 
for him, is a remarkable advance, it should be treated äs such. Merely to $ 
dismiss it as nothing like as good as the achievements of the more able 
children in the class will only damage the child and weaken his developing 


= sense of his own identity. The encouraging comment, sincerely meant, howe 
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brief, is the English teachers most powerful weapon. It is utterly at variance 
with this to adopt what Andrew Wilkinson has nicely described as the role 
of “the teacher as self-appointed proof-reader . . . GRowling and SPitting 
and hiSSing from the margin . . ? Many non-specialist teachers of English 
have never encountered any other way of doing ‘marking’, and have forgot- 
ten that children only learn from marginal annotations like Gr, Sp., P, Slang, 
Para, if they are made to. Psychologically, too, the liberal use of red ink gives 
a visual and mental prominence to mistakes, and can have the effect of 
actually ingraining them more deeply than before, especially with spelling. 

If the teacher is going to invest the time needed for close marking of a set 
of compositions, he ought to extract some return on his investment. Some 
teachers do this by using a simple dot or a question-mark, leaving each pupil 
to work out precisely what is wrong and put it right at each point. Some set 
the class up in groups of four or five, and ask each group to read all the 
compositions written by the group; each group spends some time discussing 
the items pointed out by the close marking (and any others the members of 
the group may notice), rough notes are made, and the pupils re-write. Mean- 
while the teacher has moved from group to group, listening hard (which can 
be a vividly instructive experience), and intervening only at key points. In the 
junior school class, this activity may be used for most of the class, while the 
teacher deals with a small group whose written work has been very limited. 
In many cases the children will want to write in collaboration, and this 
should be encouraged too. But in all these cases the close marking has pre- 
ceded and formed the basis for further class activity, as it should, 

Classes whose writing is sometimes marked in detail and sometimes 
marked only by impression may lead parents or colleagues to ask why so 
many ‘obvious errors’ and ‘glaring blunders’ are allowed to pass un-noticed, 
The teacher’s reply can be forthright and easily understood: some work is 
marked closely, some is impression-marked, and some is personal expressive 
writing which is not meant for marking at all. In other words, the teacher 
knows what he is doing and can describe his policy. But there is a deeper 
issue here. The English teacher’s job is to foster each individual’s linguistic 
growth. There will inevitably be cases where a child who is regularly making 
a particular mistake needs to be allowed to go on making it, because he is 

not yet ready to learn otherwise. For example, a child of 9 who is only just 
mastering continuous reading is likely to be very uncertain about some of 
his letters in his writing. The teacher might be wise to hold off any pressure 
to get all the written forms right until the child has had a much longer 
exposure to written text in his reading. Again, few children of 14 can handle 
the syntax of impersonal constructions, chiefly because impersonal forms 
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are very rare in spoken language. Hence, they may begin with ‘One might 
think . . > and quickly lapse into the second person. Again, many adults 
believe that the first or second person form of address is a defect in written 
English, but if you have read our earlier chapters carefully you will have 
met many instances of this, and scarcely have noticed them. One of the 
English teacher’s headaches is the liberal supply of advice from colleagues 
who claim to know what English is, and it is usually better to suffer it in 
silence. Secondary head-teachers who lack specialist competence should 

be particularly guarded in their definitions of objectives in English. 


Constructive marking 
There are four kinds of outcome of pupils’ ‘work’ which the English teacher 
can plan for, and they demand different amounts of his time for marking 
or responding. The first category is the kind of work which can be handled 
very quickly with the whole class—the spelling test, the course-book exercise, 
and the word game. If these are used as mark-book fodder, totals in the 
mark-book are not likely to represent the real merits of the pupils’ work. As 
we have seen, not all such exercises are productive. If they deal exclusively d 
with spelling, or punctuation, they are also conveying to a class that the 
teacher thinks these things matter—as they do. But if they deal with minutiae ' 
which current usage is rapidly giving up, like the apostrophe or the distinction _ 
between single quotes and double quotes, they are not really helping the j 
pupils, and will confuse most children under 13 anyway. y 
The second category of output is oral or dramatic work which calls for 
nothing more than the approving remark or the searching question that d 
signals the teacher’s concern. Because dramatic work does not get ‘marked’ 4 
does not mean it is less important. One aspect of the teacher’s job here is to i 
notice which pupils are inarticulate or reluctant talkers, and to devise situ- } 
ations where such pupils can begin to talk more freely. The role of talk in i 
the growth of language competence is a subtle one, and much harm has 
been done by the misconception that ‘Oral English’ is a different kind:of 
English from ‘ordinary’ English. As we stress in Chapter 4, the less out-of- 
the-ordinary the role of talk can be made in English work, and the less like 
formal speech-making it becomes, the more productive it will be for the 
pupil. This must mean that marking oral work is better not attempted at all. 
The third category of output is written work in a draft form, while the 
fourth is written work in a finished form. Writing which is in a tentative or 
draft stage is much more important in real life than practice in English 
teaching allows for. Most adults, faced with a delicate situation in which a 
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the man who had read to them the previous day. They took a very long time 


letter has to be written, will make one or two attempts at drafting it before 
settling on a version which is fit to send. In business or academic life, too, 
very few documents of any significance achieve their final form at first 
drafting. The history of literature is full of instances of the endless toil of 
constant re-writing, from Spenser to Richard Hughes. The school-age pupil 
who can perform like a Dickens, writing out his precisely calculated thirty- 
two page episodes of great and intricately planned novels with scarcely a 
preliminary sketch, simply does not exist. The ability to produce finished 
text at first writing is, indeed, the defining feature of the journalist, who 
does not rank very highly as a literary artist in most minds. What does 
exist is a strange belief that what a pupil writes down is of virgin status, not 
to be deflowered by amendment or improvement. Most laymen and many 
teachers seem to think in the same way—that what the children have 
written is fixed, unalterable because it is in black and white, incapable of 
benefit from critical comment or constructive discussion. ‘Don’t cross out’ 
is a profoundly damaging rule to impose on schoolchildren. 

The only lasting way of conveying the lesson that language does not 
necessarily come naturally off the top of one’s head is by the use of group 
work. For example, four or five boys aged 11 can take their several attempts 
to describe in precise detail what it felt like to get up and go to school after 
a week off with ‘flu. They can read each other’s efforts, and learn first that 
incautious comment may expose them to ripostes about their own writing 
which can hurt. This basically social discipline is also a linguistic one, of 
learning to verbalize their ideas about how things can be said and written. 
They go on to talk to one another about their pieces; they borrow and 
plagiarize, delete this and give more weight to that; they may talk in pairs ` 
at first and only develop a group pattern slowly. As this develops, the teacher 
directs attention more precisely to more particular aspects of what has been 
written. The pieces which began as individual drafts may come out as four 
or five pieces revised by the group and re-written by the individuals, or the 
five originals may emerge as a single, collaborative piece of writing: much 
depends on the age and maturity of the children. The later development may 
Jead groups to be set particular tasks, but the concrete task can also be used 
as a way of starting a group off. 

For example, one of the authors visited a school in the course of his 
duties, and at the teacher’s request read the end-of-the-day story to the top 
class in a small rural school where the pupils ranged from 8 to 11. Next 
morning the teacher asked the top juniors, ten children aged 10 and 11, to 
work in two groups on as accurate and detailed a description as possible of 
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to agree on the facts. The teacher left them to write in twos, and they pooled 4 
their efforts later, but the writing was not particularly out of the ordinary. i 
However, a week later the visitor returned to the class, and was subjected 

to intense scrutiny, and to a string of questions about the right words to y 
describe almost everything in his appearance and dress. Having to record : 
their impressions had led the children to a much greater attentiveness to 
what they saw. Having seen with this new awareness they were then able 
to record what they saw with striking accuracy. 


Further up the age range, the kinds of writing which children can be 3 
asked to undertake naturally become more differentiated. Some tasks will 4 
be (to use Britton’s terms) transactional, some expressive, some poetic. By y 
this stage, however, the children should ideally have become so used to y 

A 


group work on their writing, and so accustomed to the value of sub-editing, 
that the restraint which many teachers feel about applying this to expressive 4 
writing disappears. More significant still, children will enter the 14+ stage, 
where English specialists are constantly urging them to plan what they write g 
and to review what they have written, already taking it for granted that i 
finished writing needs to be finished. Whether they continue to need editing ; 
sessions for this, or undertake it in pairs or on their own, will be for the le 
teacher to judge. p 

Where and how the teacher makes his assessments in this cycle of talking 
and drafting and editing and finishing will have to depend on the nature of 
the task. But the teacher is not simply there to act as Feared Examiner at 
the end: he is there as the one adult speaker and writer in the room, and, 
one hopes, as a trusted supporter who can supply advice, fact, guidance, and 
the security (which some children may always need) of saying No. Most 
teachers will want to ‘do their marking’ on the finished work, If the work is 
the product of two or three pupils, it is no less capable of being marked 
because of that. Some teachers will see their role, in respect of maintaining 
standards, as better fulfilled by going round the room while the groups are 
at work, alerting the groups to matters which will not satisfy him, guiding 
them away from unforeseen difficulties, encouraging tentative experiment, 
and above all, when work is produced which gives pleasure, allowing his 
pupils to see and recognize his joy. A girl of 14 in a mixed grammar school 
was describing her English teacher to her parents: “Do him a good essay and 
he’s like alittle boy with a bag of sweets.’ Exactly. 

If the teacher can discriminate between the four categories of output— 
the snap test, oral and dramatic work, draft writing, and finished writing— 
he can control how he distributes his available time for marking. This control 
takes time to acquire, just as the skills of preparation described in other 
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chapters do. So most teachers of English have at some time to admit 
momentary defeat. There is no loss of face in saying to a class ‘I am sorry, 
but there just has not been time to mark your stories. Get into groups of 
five, work out which is the best story in your group, and appoint someone 
to read it out.’ If English teaching includes moral honesty and integrity 
among its values, English teachers may sometimes have to show those 
values in practice, and their pupils will respect them for it. 

Throughout his work, the English teacher is watching and listening for 
information about how his pupils are progressing, looking for what needs 
doing next, and planning how to do it. This monitoring is possibly the most 
difficult part of it all, because it entails a process of looking beneath the 
surface of the language the children use and sensing what language they 
need to learn how to use. 

In fact, much of the language that comes through on paper is the child’s 
native spoken language. This language is not defective or incorrect as such. 
For many children, not to say ‘we was’ or ‘he done’ would be to mark 
themselves off socially and invite rejection or ridicule from their peers. If 
the teacher seeks to displace this native speech with what he or the school 
‘regards as a better one, he is bound to fail. Our only hope of success lies in 
helping pupils to learn more than one way of wording their messages. (Lots 
of educated people can talk plain if they want, though they don’t often do 
it ‘cos they think it’s beneath ‘em.) To put this technically, people need a 
repertoire of ways of speaking. A first step, therefore, must be to familiarize 
the children with the way of writing which is customary in most written 
English, suggesting to them not that this is how they should talk but that 
this is another possible way of talking and writing in addition to their own. 
Many children begin to acquire a repertoire of ways of speaking by mimicry 
and through drama work. Others feel their way into it by reading aloud. 

In monitoring his pupils’ work, the English teacher needs to select and 
order his priorities. With classes whose written English is thoroughly bad, he 
is rather in the position of the good disciplinarian teaching in a school where 
everybody else is lax: he cannot solve the problem on his own. There are 
some classes, especially where first-year secondary groups have been rigidly 
streamed, which seem to offer no hope of improvement. The priorities in 
such cases include, high on the list, a policy of putting right the errors of 
previous teaching, especially that of expecting children to write before they 
have become reasonably experienced readers. It would be a bold specialist 
who scrapped all sustained writing in the English work of such a class, and 
did as much reading as possible for three months, but at least this would 
haye the priorities the right way round. (One of us once did just this with 
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a fifth form!) Written language cannot be learned from a spoken language 
environment: it can only be learned from written language. One element in 
the teacher’s survival, that is to say, is a realistic assessment of what he can 
hope to achieve with a class in the time he has available. 

But in the best of all worlds, emergencies can still occur: lesson material 
goes astray, colleagues fall ill, a well-planned sequence of work ends two 
periods earlier than expected, or the bell goes and a homework has to be 
set in a hurry. In this last case it is better not to set it: unplanned home- 
work is a menace. The basic strategy here is to ensure that each pupil is 
equipped with a book which he is currently reading. For classwork, the real 
danger is the ‘discussion lesson’. Many a teacher, at the end of a tiring day, 
lost for an idea with 2B, has fallen for this temptation. The truth of the 
matter is that if a discussion lesson is to engage the pupils for more than 
10% of the talk, the teacher is going to be working at maximum concen- 
tration. If the teacher is exhausted, the class will sit back and play the game 
of ‘Get Teacher Talking’. 

So every English teacher needs a bank or store of constructive materials 
for use in near-emergency situations, which make the pupils do the work 
and set the teacher free to move about the room, talk quietly with individ- 
uals, get the mark-book up-to-date, or to see a visiting parent while a 
colleague sits in. If the school or department issues a course book, it will 
usually have a number of pieces of lesson-fodder of this sort—but it takes 
experience and luck to use this source without having combed through it 
beforehand. As a resource for dealing with emergencies, however, such as 
an absent colleague, M. Gatter and N. Kelly’s Photocards for English 
(Edward Arnold) are particularly good, and the teacher’s book is helpful. 
Peter Abbs’ English Broadsheets (Heinemann) also provide material of this 
kind. With much more flexibility than a course book or exercise allows, 
especially for mixed-ability classes, these materials are nevertheless no 
substitutes for properly planned English work. 


Examinations 


Each category of output calls for a different kind of response or ‘marking’ 
from the teacher. The drift of our analysis is towards reducing the burden 
of conventional ‘marking’ that falls on the teacher of English. In other 
chapters we have suggested that English is largely an individual pursuit. The 
combined effect of these two parts of our argument could well seem an 
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opposition to all formal assessment and examining in English. In an ideal 
world this would indeed be the case, but a particular subject will claim 
immunity from assessment only at the cost of a lot of its prestige. From 
the school’s point of view, there are bound to be examinations in English 
at some stage before the children are 13. English departments have to 
devise ways of limiting the harm that examinations can do to English i 
teaching and language learning. 

The literature about the bad influence of examinations on English was 
referred to in Chapter 1. Its argument is that language is complex and its 
uses are many and various, while examinations have to be simple and their 
samplings arbitrary. Further, some types of question used in English 
examinations have had a widespread and very harmful influence on 
classroom teaching. More technically, a single sample of children’s work at 
a particular time cannot measure the growth of competence properly. 
Growth in language competence is growth, not a track-race. What the 
English teacher needs is not scores and exam results, but informative 
records and periodic notes about individuals. But the school needs exam- 
ination results. Can English departments provide these without doing too 
much violence to their proper professional aims? In our view this is quite ¢ 
feasible by the use of a ‘profile’ which evaluates all aspects of a pupil’s 
attainment continuously, rather than telying on final or annual written 

tests. 

In junior schools where 11+ selection has ceased, formal examinations 
are rare, although some standardized tests may be applied. This absence of 
examinations makes it peculiarly important for teachers of third and fourth- y 
year junior classes to compare their pupils’ work and to assess it. In larger 

E nir a senior member of the staff to act as rk 
iein ia : Be this need is much more commonly recognized 
in English. Continuous assessment is a vogue label for 


what many teachers of upper juniors do all the time, but this does not tell 
the teacher what precisely is being assessed. For a child of 10, the following ji 
= questions amount to a ' i 


practicable indication of reasonable attainment: 

_ a) Can he engage in Conversation with his peers or with sympathetic 
adults in order to provide and obtain information, to convey messages 
or instructions, to describe his needs, to express his wishes, hopes, and À 

i T and to give imaginative expression to his inner feelings? 

an he use written language for a similar range of purposes, but to a } 
less finished degree which is adequate for his needs as a learner? 
3 c) Can he read a continuous story appropriate to his age and interests 


with pleasure, and can he use source books and reference materials t 
obtain information he needs? an 
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Generalizations are dangerous, but in most of the junior school classes 
which the authors have observed, the majority of children would 
meet the third of these criteria rather more successfully than the others, 
and the first area appears to fall a long way behind the second. We regard 
this lack of oral competence as serious. ’ 

In any school where formal examinations are required, the English 
department should seek for the arrangement now widespread in C.S.E. and 
O-Level, whereby up to half of the marks are awarded by the class teacher 
on the basis of work done during the period under review. The written 
examination can then be confined to a single test. (Oral testing is laborious, 
unreliable, and distorts the preparatory work, often seriously.) What is 
known about the span of concentration of most children under 13 suggests 
that a written examination should ideally last no more than an hour. Also 
there should not be more than two of them in a day. Separate tests in 
language and literature at this level lead to testing the pupils’ memory of 
books they have read. This is utterly deplorable, since the books ought to 
be read for pleasure rather than to be grindingly committed to memory. 
The separation also leads to language tests which assess what children know 
about language, not how well they can use it. Nor should there be the un- 
easy compromise of setting comprehension passages out of classic novels, 
which are too difficult for most children anyway. Separating language and 
literature is a layman’s notion of English which specialists have been seeking 
to escape from. 

If pupils of 11 or 12 must do an English examination, let them be given 
an informative piece of prose to read and some tasks which cannot be car- 
tied out if they have not understood it; or alternatively be given an object 
that leads to a specific writing task. For example, a factual description of 
a house can lead to the task of sketching the plan; a colour photograph of 


` a family can lead to the task of describing them for a stranger. Such a task 


should occupy a third of the hour. During the rest of the time, the pupil 
should be invited to write on one, or with less able pupils, two from a list 
of topics. The way these topics are formulated is important. Here are two 
English examinations set in 1972 to first-year pupils in large comprehensive 
schools: 

A. 1. Horses. (Do not tell a story.) 

Is it becoming too dangerous to cycle on our roads? 

Describe in detail the happiest day of your last holidays, 

. The house you would like when you are grown up. 

On the back wall of the room are six pictures. If you wish, go and 
study them, select one, and write about the feelings it stirs up in 
your mind. (Poems are allowed.) 
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2. Tell a story about a pet which goes lame, with or without a happy | 
ending. 
3. Imagine the ideal day in your next school holidays, suppose it has 
already happened, and describe the important parts of it. 
4. Choose one of the Shelter posters on the wall facing you, imagine 
yourself as one of the people in it, and write about a day or an 
event which fits that person. 

The first set is of course sterile, mainly through failure to predict the inevi- 
table results. Girls of 12, asked to write about horses, want to tell a story— 
why go out of the way to frustrate them? How can a 12 year old assess the 
trend factor in ‘Is it becoming . . .”? The third topic invites vagueness, so 
far in the past is the event. The teacher who set the second group had grasped 
the value of stimulus, and naturally he received imaginative writing. His pupils 
were used to the distractions of several stimuli, and knew how to select. Their 


answers were roughly four times as long as those of the pupils of very similar 
ability who faced the first set. 


What are we assessing? 


ry 


At the upper end of the age range we are discussing, the linguistic demands 
of the rest of the curriculum become much more severe. As it is taught 
further up the school, each subject calls increasingly upon its own technical 
vocabulary, and perhaps also on the grammatical features which are typical 
of it. To some extent it is natural for teachers to look for analogous develop- 
ments in the writing of their pupils. In particular, they come to place a 
premium on explicitness: usage such as ‘you know’ and ‘sort of’, words which 
are vague rather than specific, and elliptical phrasing need to be outgrown. 
This set of features of writing which is thought of as imm. 
associated, however, with grammatical or syntactic patte 
accurate expression calls for considerable skill with such 
noun phrase: for example, in scientific prose. Much the s 
apply to the pupil’s ability to handle the tense system of 
to make use of its many kinds of qualifying clause. Ano 
teachers more or less unconsciously expect their pupils’ 
in the smoothness with which the sentences are made to hang together and 
‘flow’. These attributes of good writing are as characteristic of imaginative 
writing as they are of transactional writing, and it is possible to develo 
formal criteria based on this kind of analysis. When English tea 
assess their pupils’ writing, they are very often looking for liter: 
but they are also, inevitably, affected by the linguistic properti 


ature is very closely 
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the writing. We would argue, therefore, that it is important for teachers to 
make explicit for themselves the linguistic as well as the literary attributes 
of pupils’ writing which constitute the real criteria in their assessments. 
However, most of these considerations affect assessment in the upper 
secondary rather than the middle school range. 

Up to the age of 13 two considerations should be uppermost. One is the 
need for children to write because they want to. If there must be examin- 
ations, or tests, let them set tasks which children respond to. The other is 
the need for their writing to have a basic efficiency in handling sentence 
patterns and vocabulary for a variety of purposes. As we have emphasized 
elsewhere, this does not imply formal instruction in sentence-making, 
although children may sometimes need help in working out how to say 
what they want to say—but making sure they want to say it is much more 
important. 

The marking of examinations should follow the principle outlined earlier 
in this chapter, that close marking is a waste of effort unless subsequent use 
is going to be made of it. It is now unusual for English specialists to try to 
allocate essay marks by elements which cannot really be separated, such as 
‘ideas’ and ‘originality’. They have found that it does not work, and very 
much the same applies to allocating marks for spelling, punctuation, and 
other elements of this kind. Such sub-divisions make marking-schemes too 
inflexible. It is fairer, and easier, to use a single impression mark, and to 
ask for a colleague to review the scripts if there is any doubt about the 
consistency of the marking. English is often the only subject in which 
pupils cannot obtain full marks, which seems to us very odd. 
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Points of debate 


In previous chapters we have touched on some controversial questions, or 
have implied our attitudes toward them, and will doubtless have led some 7 
readers to wonder what we would have to say about this, that, or the other 
‘key’ question about English teaching. While it is not possible to predict all “ 
the issues on which we might be questioned, the obvious ones which arise 3 
in any discussion among, for example, junior school teachers, are easily 
predictable. In this chapter we want to confront these ‘basic’ issues as firmly 
as we can. In doing so, we are concerned only partly to justify our own 
positions, because there are some issues where we remain resolutely neutral. — 
We are concerned also to help every English teacher by providing some of 
the defences for the general approach we have advocated. Most people think 
of the English teacher as the teacher who always says ‘Don’t . . .’. Most 
teachers think of English teachers as those who are called Ton to ensure 
that children write neatly, spell correctly, read fluently, think logically, 
speak courteously, and, by speaking and writing correctly according to the 
current standards of correctness, eventually pass their English examinations. “3 
Laymen and parents generally bear on all teachers with this set of expec- 
tations, and many teachers in turn bear on their colleagues who teach 
English. The English teacher is therefore in an exposed position in staffrooms 
as well as classrooms. If he is in need of defences, we hope he may find parts 
of this chapter useful. 


Literacy and illiteracy - t 
The seemingly simple but quite devastating set of EPA of English 
teaching listed in the previous paragraph conceals two deep-seated fallacies. À 
One we have already mentioned: the idea that English has a content which — F 
can be learned in a simple, linear fashion like, say, Euclidean geometry. The 
other is perhaps more serious. It is the feeling that deficiency in language 
skills is somehow a social or moral defect, as well as an educational or 
cognitive one. To put this another way, the common use of the term 
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‘illiterate’ as a damning social label suggests that this is an aspect of 
schooling about which many people have very strong prejudices. 

In one sense, of course, to be illiterate in an advanced industrial society 
is a very serious deficiency indeed. The proportion of jobs requiring no degree 
of literacy at all is declining very rapidly all the time, and there is nobody 
who is entirely safe, physically, without being able to read a bare minimum 
of warnings. Nobody needs to be told this, least of all the English teacher, 
who knows better than most how intractable real illiteracy can be after 
childhood. But life is made needlessly difficult for English teachers by the 
free use of the term ‘illiterate’ as a label for almost anything in a piece of 
writing that the reader happens to dislike strongly. There are many teachers 
who have spent long hours teaching a wholly illiterate child to read and 
write, and have had their efforts set at nought by a colleague who has 
inspected the child’s early, halting efforts at continuous writing and dis- 
missed them, to his face, as ‘illiterate’. Again, English teachers are used to 
being approached by colleagues with some choice example of a child’s 
error and a trigger-happy firing of some broad rhetorical question—‘Haven’t 
you taught 4B to write decent English yet?’ English teachers sometimes 
engage in the same shifting of responsibility when they blame primary 

schools for allowing some, or even any, children to move up to the secondary 
school without being able to read. But the matter of literacy is much more 
complicated than this sort of labelling suggests. In lay usage, ‘illiterate’ can 
mean anything from the total inability to decode written symbols to an 
indisposition to insert commas, or apostrophes, or sentence boundaries, in 
the places where a particular reader has been brought up to put them him- 
self. So we must begin by making some necessary, 
these terms, as they are technically used. 
Literate: able to achieve a teading age of 9-0 on tests devised for the purpose 
of measuring the reading age of children. 

Semi-literate: able to score a reading age between 7-0 and 9-0, 

Illiterate: unable to achieve a reading age score of 7-0 years. 

The tests of reading age, and the scales o 
regard literacy as the condition of the no 
most of these tests are now some decade. 
The actual attainment of the total popul 
moved upwards, so that the real average 
months higher than 9-0, Secondly, 
number which have gone wholly o 
example), and we strongly suspect 
in the tests to have made most Tea 


basic distinctions between 
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n Which their results are expressed, 
rmal child of 9-0 years. However, 

s old, and are out of date in two ways. 
ation of this country’s children has 
teading age for children of 9 is several 
the words chosen for these tests include a 
ut of use (‘mannequin’ is a well-known 
that there is enough of this obsolescence 
ding age scores quite invalid. It was a report 
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based on such tests which led to the Inquiry into the Teaching of Reading 4 
and the Use of English, the report of which was written at the same time as 
this book. (See K.B. Start and R.B. Wells, The Trend of Reading Standards, 
National Foundation for Educational Research, 1971.) In our view some 
(but not all) of the anxiety behind the setting up of the Bullock Inquiry, as 
it has become known, was quite groundless. 

There is a further sense in which reading age scores are not very helpful 
to English teachers. Like other statistical phenomena, they are distributed 
over a wide range. In a normal population of children aged 11, the reading 
age scores will range all the way from less than 7-0 to over 15; and the 
proportion of 11 year olds with reading ages below 9-0 must, by definition, 
be well over 10%. It is therefore quite unrealistic to expect the primary 
school system not only to improve on this figure (as it seems to have done 
over much of the country) but also to go on improving average performance 
indefinitely. In any case, the focus of concern about reading standards, on 
the best recent evidence, lies not in primary but in secondary schools. 
Finally, a major factor in reading performance is the motivation of the 
pupil, but his attitudes may also affect his performance in tests. 

Reading age scores, too, are based on tests which rely on responses to 
individual words. From a linguistic viewpoint this is naive: language is much 
more than words taken individually. A reading age score tells us nothing 
about the ability to interpret continuous text, or about the ability to write— 
and laymen are much more ready to judge the literacy of children on their 
writing than on their reading. Nor can a reading age score tell us anything 
about the aspect of language which in the long run is decisive, the mastery 
of spoken language. Teachers of infants are generally well aware that a 
child who does not say very much at the age of 5 may have a very adequate 
mastery of the spoken language, either as a listener or, when he wishes, as 
a speaker; but the child of 5 who cannot express himself orally when he h 
wants to is likely to need special educational help very soon. (See B. Cane 
and J. Smithers, The Roots of Reading, National Foundation for Educational | 
Research, 1971). Even so, infant teachers know that children learn different — 
things very differently: in infant, junior, and secondary stages mastery of j 
reading and mastery of writing may be gained at different times, at different ; 


speeds, and through different kinds of learning activities.! Areas of learning 
which may seem related to the adult may be quite out of phase with each 

other for children. Just as there is a wide contrast, in most children, between yy 
the vocabulary they normally use and that which they can respond to, so at 
there is a wide range of contrast between different levels of reading skill, 4 
We need to go far beyond the notion of literacy, and to think in terms of 
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the next stage. This we shall call reading competence, and in turn distinguish 
it from writing competence. 


Reading competence 

The section on language development at the end of Chapter 2 summarizes 
many of the things which a child has to learn in the course of moving from 
being literate (in the technical sense) to being a competent reader. Here we 
want to suggest three approaches which may help children in this process. 4 
They need to be brought to realize, as soon as is reasonably possible, that read- 

ing can be fun. The only way to do this is to provide them with free access to 
books which they can read and which they will also very much enjoy—and 

we mean enjoy with glee, relish, zest, or quiet conviction. Many children 

who have had a struggle with learning to read in the first place have met a 
landmark in their lives when they came across Spike Milligan’s Silly Verse 

for Kids (Puffin) or Michael Bond’s Paddington books (Armada). Books like 
the B.B.C.’s Jackanory series, too, can follow up the great enjoyment many 
deprived children obtain from their television viewing. The story book 

which absorbs a child’s complete attention is an essential element in 

his imaginative growth, but it is far more than that: it is a vitally necessary 
exposure to sustained, continuous written language. In reading such stories 

as Ted Hughes’ The Iron Man (Faber), E.B. White’s Charlotte’s Web (Puffin), 

or Clive King’s Stig of the Dump (Puffin), a child of 9 or 10 is not only 
enjoying himself: he is also acquiring a developed reading competence. The 
teacher needs to know about the books, and ideally to have read some of 
them; to see that they are available; and to stir interest by reading occasional 
chapters. He should not be surprised, however, if some of his chosen books 

do not go down well. 

A second approach in helping children to move beyond literacy to 
competence as readers involves an effort to narrow the gap between the 
written language of the books and the spoken language of the pupils. This 
‘is very obvious in teaching foreign languages (witness the remark of an 11 
= year old on a bus in Exeter: ‘Us be learning French us be). But if the contrast 
= between written and spoken language is too great, the reader of a story will 
= never achieve a satisfactory ‘interior performance’ of it. The need to bridge 
k; M _ this gap calls for some sustained reading aloud, especially by the teacher 

__ from texts which include conversation, and for other approaches outlined 
r in Chapter 4. Teachers who do not read aloud well in the classroom can use 
a tape-recorder at leisure, or can draw on regular broadcasts. Some teachers” 
centres have developed banks of cassetted story-readings, and these can and _ 
should include some very short and simple stories for children whose previous — 
bias f .. 
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exposure to spoken language has been impoverished. Some such children will 
listen to these repeatedly with a visible hunger for the pleasure and learning 
they have thus far gone without. 3 
Thirdly, one of the reasons why children do not move easily from the 
security of reading simple sentences aloud word by word to the less familiar a 
territory of extension readers or complete novels is sheer inattention. Many — 
children are superficial readers, and can become more so if they are encour- 
aged to ‘get through’ a book rather than read it. An approach which fore- 
stalls this is the use of very simple work-cards designed to make the pupil 
read some or even most of the text again. To take two simple examples of 


this kind of task: 


Make a list of the main characters in the first three chapters of Charlotte’s x i 
Web, and write three or four sentences describing each of them. 


Imagine that Stig (in Stig of the Dump) and the boy who found him had 
both been girls. Write your version of their first meeting. 


Writing competence 
Most teachers take it for granted that children will read rather better than 
they write. But they are apt to think of ‘writing’ as a single skill. In fact 
it is a very complex set of quite distinct skills, some motor, some cognitive, 
and some perceptual. ‘Writing’ requires a recognition knowledge of letter i 
shapes, the ability to manipulate the writing instrument, the spatial percep- 
tion of relationships between script and paper, the ability to form the leti 
shapes, and form them into meaningful sequences ... and so the list could 
go on. And individual children will need to ie erent skills at different 
stages. The teacher of children under 13 may always need to start by estab- 
lishing his pupils’ level of attainment in these multiple skills, in order to ‘4 
plan out a realistic programme of work. As so often, this means being 
clear about the objectives involved. 

Any sample of the writing of children aged between 9 and 13 will provi 
a body of material which can be assessed in two ways. A search for qualities 
of honesty, candour, sincerity, and care for the written product is some- 
thing made—this literary evaluation is one kind, and it is entirely legitimate. — 
A search for evidence of what learning tasks face the children who have 
produced the writing is less literary in spirit, but it is just as important, 
although rather more difficult because most teachers are not trained to do 
it. The kind of ‘error-analysis’ which lies behind the ‘grammar and usage’ 
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id. elements of course books is of two kinds: the writers have collected sets of 
items which children often leave out of written text, and have set up exer- 
cises designed to teach them what to insert and where; or they have looked 
at the simple syntax of children’s writing and tried to set up exercises 
showing them how to use a more complex set of structures. The majority 
of ‘missing item’ exercises concern punctuation, which we shall discuss in 
a moment. Exercises in syntax rest on the assumption that children are 
using very simple structures because they do not have any others, but the 
relationship between meaning and syntax is more complicated than this 
allows for. Fundamentally children will select syntactic forms to match 
what they want to say, as all of us do, from the range of forms with which 
they are familiar. The key to the problem, therefore, lies in the range of 

_ forms with which they are familiar, and this brings us back once more to 
the scale and depth of their extensive reading. One might almost g0 so far 
as to say that in the 9 to 13 age range much English teaching has the 
balance between reading and writing the wrong way round: in this period 

itis the reading which should have priority, because it is from the reading 

that children will become familiar with the syntactic resources oft e 
written language. 


| 


i 
f 


' 


A policy for spelling 
| Language is learned by using it. This ‘doing’ is a two-way process of trans- 
= posing written symbols into messages and vice-versa. The complexity of 
__ the writing system of English is so great that there have been many attempts 
to provide simplified versions, from Bell’s Visible Speech to the Initial 
Teaching Alphabet. These Special Writing Systems, as they are known, do 


not and cannot solve the i educational problem, because almost every- 


thing in writing which ; id’s education is fitting him to deal with is in 
the traditional orthography, or TO. 

A From a linguistic point of view, however, the TO is very much less ofa 
he mess than Shaw and his many followers have believed. We have to distinguish 

between symbols, the labels given to them, and the sounds to which the 

symbols correspond. On this basis, the twenty-six letters of the conventional 
_ alphabet are /abels, and they label only a part of the set of symbols available 
_ in English. Other symbols in our writing system, which are not equipped with 

alphabetical labels in this way, include th, ch, sh, and all the complex sym- 

_ bols which combine more than one vowel symbol, such as eż, eau, or au. But 
4 there is a further complication: not only do we have many more symbols 
than the letters of the alphabet; but the language uses more than one symbol 
h to correspond to one sound (compare J with eye, for instance) and can also 
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use different symbols to correspond to one sound (compare duty with 
beauty, or the first and last consonants in judge). These complications may 
seem to be quite without rhyme or reason, but close analysis has shown 
that the writing system is in general regular. (See K.A. Albrow, The English 


Writing System: notes toward a description, Longman, Papers in Linguistics ! 


and English Teaching Series II.) The regularities may be very complicated, 
like the system of cases in Russian or Finnish, but they are there. They 

arise from several sources. One is the nature of syllable structure in English. 
Another is the visual differentiation of words which sound alike. We rarely, 
if ever, have any doubt in speech whether someone is saying sight ox site, 
but ina written text we need the help of the spelling to be certain. Another 
important aspect of English spelling is that it has to cater for an astonishing 
range of variations in accent, and for the great number of derived forms in 
the language. (For example, the final symbol in roar seems superfluous, 
until we hear a Scotsman or need to use the derived form roaring.) The 
truth of the matter is that English spelling is not the confusion it is widely 
thought to be. It has no need whatever for the false etymologists who 
attributed (for example) the b in debt to the Latin debeo. The study of - 
etymology, whether true or false, has been part of the lore and language of 
schoolmasters for generations, but is of no help whatever to the average -= 
pupil’s spelling. 

‘All this means that the English system of spelling is complicated because 
it has a complicated job to do—servicing, so to speak, an immense variety 
of regional and dialectal forms of speech. The complications are so great, 
however, that the sum total of simple ‘spelling rules’ which can be learned 
in school do not add up to any really significant proportion of the regular 
patterns actually in use. The great majority of ou ‘spelling system has to be 
learned in some other way. Now, infants learn sj language by assimi- 
lation from their speech environment. Older children can be expected, with j 
help, to assimilate written language from their written language environment.. 
This points directly to the programme of a language-enriched classroom— 
extensive reading, word-gaming, and ‘hooking up’ written language to 
speech—that we have already outlined. Thus, children will not learn that 
height and weight correspond to different vowel sounds unless, as well as 
knowing the words in the spoken language, they also meet them in written 
words. The number of these correspondences between sound and symbol 
in English is so great, and the rules which they follow are so abstract, that a 
policy of saturating children in written-text-brought-to-sound and spoken- 
Janguage-brought-to-page will be far more productive than reliance on rules 
or rote-learning of spellings. The limited research in this field firmly supports 
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this view. (See M. Peters, Spelling—Caught or Taught?, Routledge, and 
C. Chomsky, ‘Reading, Writing, and Phonology’, in Frank Smith, 
Psycholinguistics and Reading, Holt, Rinehart, and Winston.) 

This does not mean that there is no place for rote-learning at all. Its 


 example—in which English is very rich. The affixation 
= as many prefixes and suffixes as a stem will bear, is an 


t. pect anything 
is to deceive them about 


Punctuation 
The rules about Spelling, however complicated, are de 
_ they change over time. But with punctuation one mans habit is another 
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between the full-stops marking the boundaries between sentences (like 
this one). Similarly, there are readers who go through any lightly punctu- 
ated text mentally putting in the commas. For literate adults, then, punctu- 
ation is something which writer and reader come to terms about. For 
children, the same basic argument applies as we have used about written 
text in general: children cannot learn punctuation out of thin air. They 
need sustained and intensive exposure to punctuated written text. Ina 
word, they need to read, But there is a little more to it than this, because 
punctuation has a dual function. It marks off the main syntactic segments - 
of a sentence, and marks off one sentence from another; but it also acts as 
aset of cues for the ‘interior performance’ of a text that we mentioned 
earlier. Any good reader, reading aloud well, knows that a colon calls for 
a particular pattern in his use of pitch, and the same applies to semi-colons, 
paired or parenthetic commas, and many other uses of punctuation. This 
once more points to a powerful role for reading aloud in the English class, 
and especially, of course, for reading aloud which has been prepared or 
rehearsed. 3 
The writing of the vast majority of children between 9 and 13, however, 
will be satisfactorily punctuated if they can master a central feature of 
written English. This is the sentence boundary. The segments of spoken 
discourse in English are in reality not at all the same as the sentences of 
written English, and it is probably unfruitful to treat them as if they were. 
Many young children narrate orally with strings of clauses breathlessly 
strung together with and or then. Much of their early writing will reflect 
this. Most children, however, will learn alternative ways of structuring their | 
spoken discourse only very slowly. Learning to segment their written 
discourse into sentences will depend largely on their exposure to written 
language, but, as we have suggested in several places, the two areas of learning - i 
can influence one another and cross-fertilization should be encouraged. The 
teacher who reads aloud well to his class is teaching, among other things, 
how to handle the patterns by which written English segments its discourse. — 
Statements are usually marked by a falling pitch at the end, and questions A 
by a rising pitch, and so on. Very little is known about this aspect of y 
language learning, but our understanding of language suggests very strongly 
that having good models is much more instructive than any number of ` 
exercises. Trying to teach the ‘right’ places for full-stops by asking children 
to slot them into a written text does nothing to tell them what makes the i 
places ‘right’. Reading the passage aloud will always help. The same will ; + ; 
often apply to children’s own writing, especially if they have been allowed 
to slip into the bad habit of writing first and punctuating a whole passage i 
afterwards. ae 
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Punctuation is an integral part of meaning, and as is clear from an inspec- 
tion of the diverse habits of great writers it is very variable, (See P.S.Doughty 
et al, Exploring Language, Edward Arnold, Chapter 9.) It is far too important 
to be made the victim of pointless Over-teaching or over-anxious pedantry. 
Perhaps the most glaring instance of Over-teaching is the punctuation of 
direct speech: a set of increasingly empty conventions which is apt to be 
taught in every school year from the age of 7 to the age of 16, with what 
must, on that evidence, be very poor success. There is no need to teach 
children to write fully punctuated direct speech in the junior school at all, 
but the pressure of convention and anxiety will doubtless Keep it going. The 


tuating of letters and addresses—when the Department of Education and 
ut commas and full stops. 
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help (whether dyslectics or not), and provided it does not lead to amateur 
attempts to solve highly technical problems. Another aspect of this concern 
affects all parental pressure groups: individual parents need to exercise great 
care to ensure that the anxieties of their own children are not increased by 


parental activity? 


Handwriting 

Most infant and junior schools tackle the initial years of reading and writing 
with a combination of printed books and a clear, round script for classroom 
labels and work-books which is also echoed in many printed materials. The 
children naturally adopt this script themselves, and up to the point where 
they have learned to link letters together they are encouraged in it. At that 
stage an extraordinary number of schools feel obliged to undo all this good 
work by giving lessons in handwriting which set out to impose a formalized 
script. In some cases this is a form of italic, which requires special pens, 
devoted teaching, uniformity among a staff, and a thorough, trained under- 
standing of the technique. In other cases, which we have found rather more 
numerous, the script chosen is what is loosely called ‘looped’—a simplified, 
upright version of what used to be known as copperplate. The systematic 
imposition of italic script can be made to work, at a price. The attempt to 
convert every child to ‘looped’ script almost invariably fails, chiefly because 
as a style it has neither theoretical justification nor aesthetic appeal. Either 
policy is fundamentally aiming at getting children to behave, in respect of 
handwriting, like much older people. The cost in confusion to many children 
is high, and the necessary corporate pressure of a whole staff over several 
years is in practice very difficult to achieve. 

Handwriting is a motor skill rather than a linguistic one. Like all other 
motor skills in childhood it develops through constant use over a long period. 
It develops best if it is subject, throughout that period and from all sources, 
to a steady pressure for better performance, which does not cause anxiety. 
A complex motor skill does not become habitual until the neural and motor 
system of the individual is mature—i.e., in most people, after puberty or 
later. The idea that this process can be short-circuited by instruction in the 
junior school is pure fantasy. The time spent on it would be much more 
usefully devoted to the creative art and craft work which calls for the 
children’s utmost control of hands and fingers without making them tense 
with worry. The severely untidy writer is almost always a child with other 
difficulties, emotional or’cognitive, anyway. The majority of children, 
allowed to follow their own bent within a general requirement for clarity 
and economy, will develop a matured script between the ages of 12 and 15. 
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punctuation may even have to be better. It really does matter that teachers 
should develop a more sophisticated awareness of language than the pedantry 
which, for example, bans all use of the first person pronoun, or wastes time 
insisting, Canute-like, that contemporary English has not accepted onto as 
a single word. Language is a social phenomenon, and we live in a society 
where pedants-in-office still abound, so it is no service to children to let 
them think that mechanical accuracy in their writing does not matter. But 
every English teacher needs to mediate between the vast weight of this 
social pressure and the learning which his pupils are capable of at the precis 
time he has to teach them. 


_ Relations with colleagues 
Schools in England mark the boundary between classrooms, as a rule, very. 
firmly. The boundary is usually both the physical one of walls and doors, 
and an acoustic one, in the form of an assumption that one teacher’s activity 
does not make such noise as will obtrude on another class. There is also an È 
important but invisible boundary between subjects in the curriculum. The 
English teacher will usually make every possible accommodation to col- 
leagues in the matter of noise—drama work and discussion in groups do 
not have to annoy neighbouring teachers. The English teacher also has 
little occasion to cross the subject boundaries and suggest what should 
or should not be done in mathematics or history lessons. Unfortunately 
the reverse is not so true: because teachers of other subjects are also native 
speakers of English, they are apt to think they know the English teacher's ; 
job better than he does. The proper professional response to this situation 
is a quality of cohesion within an English department, or between the 
teacher best qualified in the work and the colleagues who look fo him for oY 
guidance. Thus, the secondary school head of department who allows much — 
of his own subject to be taught by non-specialists, and does not also secure 
regular departmental discussion of their work and problems, is putting them — > 
in an unfair position. , Jae 
Beyond this, however, language learning is taking place in every subject, — 
and the school is thus a language environment in which all teachers play 
some part, whether they recognize this or not. 
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teach English quite competently. Indeed, 
~ tion: they think out what they are doing, 


this book implies that we believe non-specialists can F 
many already do so with distinc- _ 
draw on expert practice, and 
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contribute one of the many kinds of English teaching for which the pro- 
fession has room. But such teaching is concerned with children whose 
native language is British English. The teaching of a foreign language is quite 

another matter, and it is too easily forgotten that for many immigrant 
children English is just that. Moreover, having a formal qualification in 

English in a native speaker context no more equips the English specialist to 

teach it as a foreign language than it does the art or mathematics specialist. 

English with immigrants, that is to Say, is a specialism within a 

specialism. 

There has been much discussion about the Official definition of 

‘immigrant’ pupils as those whose families have lived in Britain for less 

than ten years. It is a legitimate rule of thumb, but oversimplifies a com- 

plicated picture. For example, many Uganda Asians speak (either bilingually 

or as a native language) an English which is relatively close to British English. 

West Indians, on the other hand, speak West Indian English, which in its 
spoken form has marked differences from British speech. In both cases the 
language of the home may well be supportive of an education conducted 

in British English. Many Indian and Pakistani families, however, continue 

to use their native languages (which are many and widely varied) at home, 
and the educational problem for their children is of a quite different order, 

One of the greatest sources of difficulty for both teachers and learners 

in this context lies in the nature of speech sounds. The range of sounds 
employed in human language is well over a hundred, but any one language 
will not normally use more than forty or fifty of them, and any two 
languages may have very few sounds indeed in common. Furthermore the 
human ear trains itself to hear those sounds which it is used to much more 
acutely than unfamiliar ones. A group of sixth-formers taught by one of 

the authors, for example, set out to identify the speech sounds of Gujerati, 
and discovered very few that they recognized. In order to identify and 
describe others it was necessary to learn some phonetics. In order to identify 
all the sounds of a language accurately requires intensive and highly skilled 
training, as does also the process of learning to speak them accurately. This 
is why numerous European immigrants to Britain who came in the 1930s 
still speak English, nearly forty years later, with audibly foreign accents, In 
reality the foreign learner who acquires a phonetically perfect command of 
a language is very rare indeed, and the foreigner who can acquire even a 
working knowledge of it unaided is also rare. The immigrant child whose 
family continue to speak their native language at home cannot hope to 
master the medium of his whole education without sustained, skilled, 
intensive instruction. 
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The importance of this will be obvious to every teacher. The child’s ability 4 

to interact in the classroom is governed by his powers of language, and lack of ) 
such ability will sooner or later alienate him from school altogether. Linguis- 
tic deficiencies which are less obviously noticeable in the classroom may play 
a very significant role in a pupil’s success or failure without any of those 
involved being aware of them. This is why the discovery that West Indian f 
children occupy a very disproportionate share of places in remedial classes P 


and E.S.N. schools in some areas is so disturbing: educational failure whichin 
reality arises from linguistic weakness is only too easily attributed to lack of i j 
ability or emotional disturbance. The tendency of some schools to lump 
linguistic deficiencies together with all other kinds of retardation or subnor- i 
mality and consign the whole set of problems to the remedial department ‘ 
only compounds the problem. 
It is also urgently necessary that teachers and heads dealing with immi- 
grant pupils recognize that there are two major levels to the language problem. 
One is the elementary level of the business of getting along in the primary ; 
school’s daily routine. The other is the (linguistically) quite different level of 
the requirements of the secondary school curriculum. Consider for example 
the simple point that in geometry one does not draw anything: one has to 4 
construct a circle, describe an arc, erect a perpendicular, bisect an angle, and 3 
so forth. These terms are so much a part of the thinking and the way of r . 
speaking of the mathematics teacher that he does not always pause to realize 
that every one of them may be unfamiliar to 11 year olds coming into second- 


ary school and may need to be taught not once but several times. The immi- 
ledge of the language and the cultural contexi 


grant pupil lacks the wider know! 
which native children can draw on for help with such terms. And as we have 


stressed in Chapter 2, the total linguistic burden of the secondary curriculum 
can be enormous. It is small wonder that for many immigrant pupils the 
shock effect of transfer to secondary school is serious. Paradoxically, it seems 
that this effect is more marked in pupils who have undergone intensive language 
instruction on entry to primary school than in those who have not. The linguis: 
tic shock effect of going to secondary school has never been adequately investi 
gated, although there are indications of its possible effects to be found in much 
of the literature about streaming and on the sociology of the secondary school. 
(For example, R. Lacey, Hightown Grammar,Manchester University Press,or 
D.H. Hargreaves, Social Relations in a Secondary School, Routledge.) f 
There is of course a wider issue of policy for Local Education Authorities. s 
Relatively few L-E.A-s have grasped the magnitude of the language-learning 
problem in immigrant communities, and some of those have been frustrated 
by the natural desire of such groups to maintain their identity and resist 
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assimilation. But when the scale of the need is recognized, its logic leads 
Authorities quite ineluctibly to special centres for intensive instruction. This 
is because there are simply not enough competent teachers of English as a 
foreign language to go round. Even if there were, to equip each and every 
school with the necessary facilities would be quite uneconomic and could 
prove short-sighted. There is considerable evidence that the need for special 
centres of language instruction has declined as the rate of immigration 
"itself declined. This does not mean that immigrant pupils no longer present 
_ problems—and those problems may well be just as intractable as the initial 
_ language instruction one was. However, these are educational questions, and 
_ should be kept quite distinct from the issue of dispersal or ‘bussing’. 
The untrained non-specialist facing a class where numerous immigrants 
_ speak, understand, and read English badly has an insoluble problem. Ap- 
| proaching it with naive notions will only make it worse. For instance, many 
_ English people still Suppose that a foreigner’s competence at anything, and 
with language in particular, is best measured by his grasp not of his own 
i language but of English. The notion that people are dim because they don’t 
_ Speak English well is still quite common but rarely admitted—perhaps because 
to admit it is to reveal its stupidity. Again, laymen measure someone’s grasp 
of a language by how well he speaks it, as though hearing it and understanding 
-it did not have to come first. Another set of naive notions concerns learning 
| the sounds of English: children are often asked to pronounce sounds which 
they have not yet learned to hear accurately (such as the difference between 
OY -dge and -tch); they are asked to pronounce sounds on the basis of written sym- 
| bols rather than sounds in the ear; the sounds of English are taught to many 
immigrant children solely in their emphatic form, as though the native English 
_ always pronounce a hard g at the end of every word ending with -ing and 
© always pronounce the vowel in the. These brief indications of just how 
easy it is to mislead pupils about the nature of our speech may perhaps 
suffice to show that this work does require some specialist knowledge. wh 
Fortunately it has been brought together, with valuable guidance to teachers, £ 
_ by a Schools Council project led by June Derrick, under the title Scope: the pee 
w output of this project is substantial, including many teaching materials, and 
_ Some particularly helpful background in Scope Handbook J and Scope 
_ Handbook 2 (Longman for Books for Schools Ltd). 3 
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Chapter 9 


Theories and attitudes 


Background 


In previous chapters we have referred to the inquiry into English teaching 
under the chairmanship of Sir Alan Bullock which at the time of writing is 
nearing the completion of its work. The disquiet about reading standards 
which lay behind the appointment of this Committee is to some extent an 
inevitable consequence of a period of rapid expansion in the educational 
system. Employers of graduates are drawing on some 20% of the population — 
going through the system, whereas twenty-five years ago the figure was 

about 5%. The proportion of school leavers expected by society to have a 
high degree of literacy is in reality immeasurably greater than at any pre- 
vious time in our history. It is against this background of steady and, in — 
recent years, very rapid expansion that the history of English teaching, its 
attitudes and theoretical positions, should be understood. We do not propo e 
to write such a history here, but the serious non-specialist is entitled to ask 
for basic guidance about the principal landmarks of the past few decades. — 
Our purpose in this chapter is to sketch in this kind of orientation, indi- 
cating the more significant movements and suggesting where some of the 
more useful additional guidance may be found. 

The report of the Bullock Committee will be the first document of its: i í 
kind for half a century. The only other full-scale official inquiry into the 
teaching of English in this country was set up in 1919 under the chairman- — 

ship of Sir Henry Newbolt, and its Report makes a convenient starting “i 
point for this brief survey. We should remember that at that date relatively 
few children in secondary schools were of less than considerable ability, and — 
that the grammar schools of the time were still deeply affected by the tra 
ditional priority of classical studies, which had received strong support from 

h Sir Robert Morant and other senior officers of the Board of Education. The 
e Newbolt Report (HM.S.0.), however, was quite unequivocal: : 
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For English children no form of knowledge can take precedence of a 
knowledge of English, no form of literature can take precedence of 
English literature: and . . . the two are so inextricably connected as to 
form the only basis possible for a national education. (Para.9.) 


The Report is equally plain about what this means: 


English, we are convinced, must form the essential basis of a liberal 
education for all English people, and in the earlier stages of education 


it should be the principal function of all schools of whatever type to 
provide this basis. 


experience, an end in itself and, at the same time, an equipment for the 
understanding of life, (Para.13.) 


One does not expect official re 
but the implicit rejection of classical studies is decisive. The results, 
unhappily, were less sound th: 

in the passage just quoted, the notions of a ‘standard English’ and of 
‘correctness’ are firmly entrenched, as if English were a langu 


a test of the power to 
grasp the meaning of a piece of English of appropriate difficulty.’ In the 
light of the standard reliance of the Boards on formal precis, the ‘or 
otherwise’ remained a pious gesture. Other recommendations are still not 
entirely implemented to this day: 
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93. That an examination on set books should leave the teacher of 
literature as free as possible to draw up his own syllabus and to 
adopt his own methods. 


95. That oral examination should be resorted to more frequently. 


While, therefore, the Newbolt Report did little to change the daily practice 
of English teaching, especially in grammar schools, it did bring about a 
vitally important change in the status of the subject. This created a career 
structure for the English graduates of the new civic universities, and brought 
into being a body of specialist teachers. This in turn had a significant effect 
on educational opportunities for girls, since English studies attracted them 
in increasing numbers. The private sector largely ignored these changes, 
however, and it was not until after 1960 that some of the most eminent 
public schools appointed their first specialist English teachers. ` 

Among the witnesses who gave evidence to the Newbolt Committee was 
Caldwell Cook, who represented a conception of English teaching which 
went far beyond what the Committee was prepared to endorse. Cook 
taught English at the Perse School in Cambridge, and had published The 
Play Way (Heinemann) as early as 1917. This book, whose title has been 
much misrepresented since, makes an astonishing case for grounding the 
curriculum in the needs and interests of children rather than in pre-conceived 
notions of ‘the subject’. Cook laid enormous emphasis on the importance of 
motivation. The kind of absorbed, committed engagement in a rigorous and 
intellectually demanding activity which Cook sought to generate in his 
pupils (and which by all accounts he succeeded in creating) was so novel a 
departure that it had no adequate label. For it, Cook chose the term ‘play’, 
drawing both on the analogy of young children totally absorbed in con- 
structive activity and on the dramatic impact of theatrical experience, on 
either side of the curtain. It was to become an unfortunate label in later 
years, but Cook’s experiments in the teaching of Shakespeare underlie 
most subsequent developments in educational drama, and his writing shows 
a grasp of the psychology of intuitive learning which is far from out-dated. 
Cook was one of the earliest educators to see the value of children’s own 
creative work, and the fact that his teaching was with intelligent and well- 
motivated pupils makes only a minor difference to its importance. 

George Sampson, a member of the Newbolt Committee, produced in 
his now famous book English for the English (C.U P., 192 1) a re-statement of 
views which find expression in a much watered-down form in the Report 
itself. His social assumptions as an educator are decades ahead of his time, 


but he clearly understood the fact: 
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We must abandon our system of class education and find some form of 

education common to the schools of all classes. A common school is, at 

present, impracticable. We are not nearly ready yet to assimilate such a 

revolutionary change. But though a common school is impracticable, a 

common basis of education is not. The one common basis of a common 
l culture is the common tongue. (p.39.) 


Sampson puts forward a programme for a unified English teaching in which 
grammar is at a minimum and literature is at the centre. Above all, like 
Cook, he wanted teaching which related to the needs and interests of the 
pupils. It is a humane and heart-felt book, and a fortunate recent reprint 
(C.UP., 1970) makes it accessible to every student. 
While the Newbolt Committee was clearly influenced by views such as 
those of Cook and Sampson, and its Report had many virtues, it fell far R 
i% short of the insights these two people brought to its work. This fact is even 
; more evident in the subsequent course of events than in the pages of the 
J Report. For in spite of the pleas for the unification of language and litera- 
f ture, English teaching in the ensuing two decades exhibited precisely this 
separation. Moreover, the contrast between the grammar schools, which 
4 taught the able and the children of ambitious parents, and the rest of the 
i secondary system was one which teachers of the present generation would 
] find unbelievable. The generous resources made available to the former 
i meant that literature was accessible in them, while the mass of secondary 
pupils were confined to a nuts-and-bolts kind of English which cost much 
less and made it much easier to keep order. The almost unconscious | 
assumption that this distinction was part of the order of nature finds echoes 
Y in the main educational documents of the whole period, whether the Hadow 
Report of 1926, the Spens Report of 1939, or, most tellingly of all, the 
Norwood Report of 1943 on which the structure of 11+ selection was to 
be erected after the war. It is no wonder that English teachers have tended 
to see their central professional debate as one between the advocates of 
' literature and the supporters of grammar and correctness, But the two 
parties to the debate were on most occasions talking about different kinds \ 
| of pupil in different kinds of school. The almost total absence of any serious 
= University study of English as a language in this period contributed to the _ Tad 
low status of language teaching. 


The thirties and after 

There emerged at the end of the 1930s, however, a clear sign of dissent. 
The achievement and influence of FER. Leavis and his fellow contributors 
to Scrutiny during that decade are outside our present scope. Naturally 
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this influence embraced some teachers in schools, particularly in grammar 
and public schools. But to give this influence coherence, and to preserve 
among isolated teachers some sense of belonging to a significant professional 
group, was the task and the achievement of Denys Thompson. Beginning in 
1939, and drawing strength and support from Boris Ford and other former 
students of F.R. Leavis, Thompson’s journal The Use of English (originally 
English in Schools) was to provide, as it still does, the kind of exchange of 
critical commentary and classroom experience that no other non-scientific 
subject in the curriculum has had. Its influence was naturally greatest among 
grammar school teachers, many of whom formed themselves into local Use 
of English Groups. Denys Thompson conducted The Use of English with 
studied moderation: it resisted the temptation to become a conventional 
learned journal, and its cumulative effect was to render for English and its 
teachers the service which the Newbolt Report could not in its time contrive: 
it gave them a sense of profession. By comparison, most other subject-groups 
of teachers at the time and their journals were moribund. 

In hig own writings for sixth-forms and English teachers, Thompson 
consistently reflected the stance taken in F.R. Leavis’ essay of 1930, 
Mass Civilization and Minority Culture (Gordon Fraser Minority Pamphlets): 


In any period it is upon a very small minority that the discerning 
appreciation of art and literature depends . . . Upon this minority 
depends our power of profiting by the finest human experience of 
the past; they keep alive the subtlest and most perishable parts of 
tradition. Upon them depend the implicit standards that order the 


finer living of the age. 


Leavis and Thompson collaborated on a textbook, Culture and Environment 
(Chatto and Windus), published in 1933, which amongst other things set out 
to alert sixth-formers to the dangers of advertising but relied largely on 
advertisements invented for the purpose. A far better book, by Thompson 
alone, Reading and Discrimination (Chatto and Windus,.1934), set a style 
for literary studies by juxtaposing pairs of verse or prose passages and asking, 
quite simply, which was the better of the two. Both these books and the long 
editorship of The Use of English, all three of which were undeniably influen- 
tial, were inspired by a concern for the quality of life. ‘The quality of a man’s 
life nowadays’, he wrote in 1934, echoing Arnold, ‘depends largely on the 
quality of what he reads.’ The English teacher’s task is to seek out and re- 
inforce the cultural standards of the minority. This outlook was to prove 
enduring, and emerges in much more recent books. (For example, Denys 
Thompson (ed.), Directions in the Teaching of English, Chatto and Windus, 

- 1969.) However seemingly noble the ideal of aminority which preserves 
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culture from contamination by the popular and contemporary. culture, its 
practical effect was to perpetuate a paternalistic and elitist position, and to 
drive in more firmly than ever the wedge between literature for the able 
and language for the rest. 

By the 1960s, however, the demands of the secondary modern and the 
comprehensive school (almost George Sampson’s common school) enforced 
an attention to equality as well as to quality. There was developing among 
many English teachers an urgent concern to extend to a much wider range 
of pupils the benefits of a literary education, coupled with a recognition 


that the pupils who could respond to serious literature were much more 


many books on English teaching 
A quite different book, writte: 


tion. As an account of a genuinely comprehensive basis for English work it 
ultimately fails: the book’s persistent labelling of pupils as belonging to 
academic and non-academic streams Suggests that we have not yet achieved 
Sampson’s common school. But although Whitehead and Creber could not 
yet achieve a synthesis which would meet the needs of English teaching over 
the whole secondary range, they both escaped from the sterile ideological 
squabbles of English teaching, and enabled the growing body of English 
specialists in non-selective schools to develop thought and practice on wider 
lines than The Use of English and its associated groups had been able to do, 
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Romantic Calvinism 
David Holbrook’s earliest books on English teaching were a liberating force. 


English for Maturity (C-UP., 1961) and English for the Rejected (C.UP., 
1964) were attempts to work out the implications of Leayis’ position for 
the teaching of the subject in schools. It may seem hard to believe this now, 
but Holbrook was in fact the first writer to become widely known, within 
the profession and beyond it, who took the teaching of English with second- 
ary modern children seriously. He was the first to say audibly in public that 
the subject might have more to offer than ‘giving the basics’ to less gifted 
children. In doing so, he brought an access of professional self-respect to 
hundreds of English teachers, and this strenuous moral support is still the 
basis of his influence. His books make many suggestions for classroom work, 
and his anthologies are likewise of practical value—although they were to 
be used extensively in selective schools quite as much as in the under- 
financed and undér-esteemed secondary modern schools for which he 
designed them. Almost a whole generation of lecturers in colleges of 
education came to regard these two seminal books as the best guide for 
student teachers, and many of them do so to this day. 

In attempting to assess Holbrook’s influence, we feel certain doubts. We 
believe, for example, that an essential element in the making of a good 
English teacher is the experience of teaching on the full-time staff of a 
school for four or five years. In fact, relatively little of Holbrook’s 
teaching of school-age pupils up to 1964 had been on a full-time basis, 
and his early books leave a question in our minds about the full-time 
teacher’s capacity to sustain the intense interest in every pupil and the 
very active classroom role that he proposes. We wonder, too, whether an 
eager acceptance of pupils’ confidences may not at times have a touch of 
naiveté about it, since what pupils write is bound to reflect what they 
understand their teacher to be interested in. 

Holbrook is deeply committed to the educative power of literature as 
the central element of our cultural heritage, and to the principle that 
literature educates by influencing the feelings. This brought about the 
anthology-making which led, among other books, to People and Diamonds 
(1962), Visions of Life (1964) and Iron, Honey, Gold (1966, all C.UP.). 
These form a revealing commentary on their editor’s conception of 
literature as it may apply in schools. For a severely restricted cast of authors 
is drawn upon. In prose, there are D.H. Lawrence, Scott Fitzgerald, 

T.F. Powys, Hemingway, and some ‘modern’ autobiographical writers. The 
poetry collections are more varied, but scarcely more catholic in taste: we 
find Lawrence again, Emily Dickinson, Arthur Waley, John Clare, and 


he commends for use in schools in his textbook for college o. 
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Edward Thomas. The concerns of this poetry, which Holbrook clearly 
Tegards as more important than the prose, are with the world of childhood 
or with the countryside. It is a world at once innocent and uncorrupted— 
the vision of life is romantic. 

The adjustment of English teaching to meet the needs of the full range 
of ability in the period since 1960 has proceeded rapidly. In the light of 
this, the approach to classroom activity outlined in David Holbrook’s 
early books now seems strikingly teacher-centred. The treatment of 
literature which is proposed appears as a mediation of it by the teacher, 
and there is an underlying implication that many pupils are unable to make 
any direct response of their own. Holbrook Tecognizes, indeed, that many 
pupils of less than average ability cannot directly grasp the power and 
subtlety of great writing. For such children, creative writing was the tech- 
nique which enabled the teacher to work with them instead of against 
them, and it is probably true to say that many of Holbrook’s followers in 
this regard have been unduly tolerant of technical inadequacy in the 
interest of preserving their pupils’ creativity. The limitations of Holbrook’s 
early work are seen particularly clearly in the list of children’s fiction which 
f education 
students: few of them were written after 1920 and most need interpret- 
ation by an actively dominant teacher. However, it is necessary to qualify 
these strictures, for in his most recent work on English teaching, Holbrook’s” 
approach seems to have undergone a change. In English in Australia Now 
(C.UP., 1973) there isa great deal with which we would warmly agree, 
especially about the impossibility of conducting a humane 
utterly inhumane settings. 

Holbrook’s major contribution has been in giving legitimacy to 
imaginative writing as a classroom activity for pupils of all levels of age and 
ability. His advocacy led many teachers to discover its possibilities who 
would not otherwise have done so. One may wonder whether any purpose 
is served by calling it ‘creative’, when all novice writing must be derivative 
in some degree and so much of it depends on the stimuli Provided by the 
teacher. But imaginative writing is the expressive counterpart to the 
exploration of the world of feeling which literature alone can bring to the 
curriculum. Not all teachers would accept Holbrook’s own account of 
its purposes: ve 


The child, in an atmosphere of trust, encouragement, and sympathy, 


curriculum in 


can bring out inward torments in symbolic form....In school he may j; 


obtain relief, satisfaction—and literacy, 
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Imaginative writing is here viewed as a therapy, and much of Holbrook’s 
later writing is preoccupied with the symbolic significance of such ex- 
pression. This is an aspect of his work into which relatively few teachers 
haye followed him, but he has attempted to meet his critics’ view and to 
dissociate himself from some of his more dubious adherents. For many 
teachers, the classroom which became as much of an emotional hothouse 
as the words just quoted suggest would be seen as rather unhealthy, and 
possibly as infringing the privacy of the pupil. But the second claim, that 
imaginative writing directly fosters literacy, can only be true in the lay 
sense of ‘literacy’, meaning ‘ability to write correct English’. Nevertheless, 
Holbrook’s emphasis on the need for motivation in pupils’ writing 
commands very wide agreement. He has now lent his support, also, to the 
use of good contemporary children’s fiction in schools, and English in 
Australia Now includes a longer list than we have space for. 

In many of his writings, Holbrook evinces a Rousseau-like belief in the 
innocence of childhood. This romanticism underpins and provides the 
inner energy for his strong and deep concern with English teaching. It 
carries with it, however, a view of adolescents and adults as only too 
corruptible, and latent in his romanticism is a strongly Calvinist streak 
which has emerged in his strident attacks on pornography. His advocacy 
of censorship seems fundamentally authoritarian and even alarmist, 


moral worth, Some would think such a position implies an admission of 
defeat for English teaching and all it stands for. 

An associated figure is Fred Inglis. In his The Englishness of English 
Teaching (Longman, 1969) there is a sub-stratum of factual inquiry into 
school English syllabuses. But the book opens with a telling quotation / 
from Stephen Marshall, who preached in 1641: ‘. . - you have great works 
to do, the planting of a new heaven and a new earth among us, and great 
works have | great enemies.’ The ‘great enemies’ are the same as ever, now — 
drearily predictable: the manipulators of language, the hard-nosed intellec- 
tuals, and the purveyors of the popular culture of the masses. But there is 
no really adequate analysis of how this culture operates or of the 
linguistic patterns of its usage. And the book builds up to the ritual paean 
to the Baptist of the new movement: 


However Calvinist it sounds, I am asking for a militancy against all that 

is hateful in contemporaneity, and for a brave access of energy to build 

on those things we have which are worth holding. If we bend to the 

pressures, we become stool-pigeons and we abandon our Englishness 

and our seriousness; as has been finely said in an analogous context, we 
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‘have a world to win. It is Leavis who has made the essential definitions 
for us; he, supremely, has given style and direction to our notions of 
Englishness, culture, intelligence and sensibility, and to the stance for 
combat ... . (p. 187) 


The echoes of Cromwell here are very strong: the day of Armageddon is at 
hand. No other party, no other view, is allowed moral credit or legitimate 
dissent. Such definitions are not so much essential as deeply prejudicial to 
serious debate. They embody a pride which has marked too many reformers 
in the world of English teaching. Their only redeeming feature is that the 
excess and zeal of their comprehensive rejection of the contemporary are 
self-defeating. 

The relationship between school and community can be viewed, it is 
true, as a battle-ground for the soul of English civilization. But to suggest 
that it is a battle which the schools can win is to misconceive its terms. To 
suggest further that English teachers can or should fight this holy war on 
the basis that every other educational or cultural agency is in ‘enemy’ hands 
is the veriest absurdity, and in our experience is ultimately subversive of 
what it sets out to defend. It is particularly sad that all this should be 
represented as the gospel of a great university teacher who never ventured 
to set himself up as an authority on English teaching in secondary schools. | 
There were gaps and blindnesses in the work of Leavis, some of which have 
cost him worldly and professional rewards commensurate with his influence, 
but Inglis’ kind of hagiography is fundamentally unfair. It confines and 
reduces Leavis to the stature of a querulous and jaundiced Canute. We “| 
would think the serious student likely to find surer guidance in Sampson, 
Caldwell Cook, and Leavis himself: they maintain moral priorities, 
without reducing their position to a mere ‘stance for combat’. 


Dartmouth and after mo « 
The American counterpart of NA TE. initiated a specialist conference 

which met for a full month in 1966 at Dartmouth College in the U.S. The 
intention was to make a contribution to English teaching analogous to 

that of the Woods Hole Conference in science teaching—a venture which 

has by no means fulfilled the intentions of its participants. The forty-odd 
delegates included many university professors of English from the U.S., who 
represented a bewildering variety of schools of linguistics. The British con- 
tingent, largely chosen by N.A.T.E., was naturally weighted towards teachers 

in the Leavis tradition, and included among others Whitehead, Holbrook, 

and Boris Ford. But it also included other, more eclectic individuals. M 
Nothing could have been more ill-assorted than the assumptions which the 
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participants brought to Dartmouth, but the month-long seminar left very. upi 
few views untouched. Each side commissioned a participant to write a book f F 2 
about it, and the English account, John Dixon’s Growth Through English Ke 
(O.UP., 1966), broke away from all established positions to proposea new | 
model. 

Dixon’s model focused on ‘personal growth’: 


in some way symbolise life as we know it, we bring order and composure 
to our inner selves. (p.13) 


This passage is typical of Dixon’s book, not least in its very tentative tone 
and its sense of wrestling with difficulties in the absence of an unquestioned - ‘ia 
ideology: the search is still going on. Dixon produced a remarkable synthesis 
of the variety of views current at the Dartmouth Seminar, and his ‘growth’ ‘ 
model has become influential among specialists. As we have suggested 
earlier, however, such a model contains an implicit analogy with biological f 
growth which may be misleading. The book also rests on a largely personal ae 
or psychological view of the pupil’s ‘needs’ which may undervalue his very 
practical need for the competence to survive in an advanced and literate. 
society. But there is a striking absence of the well-established antithesis 
between literature and language, even though the real implications of the 
linguistic study language of English teaching remain to be worked out. 
American experience of linguistic approaches had been far from 
encouraging. Chomsky’s transformational grammar had been converted 
into schoolroom textbooks more immediately and assiduously than Leavis’ 
emphasis on the close analysis of literary texts, but the effects on the pupil 
writing competence were not obvious. The British response was less mechan 
istic and less dogmatic. Starting with a great emphasis on the role of talk, 
Andrew Wilkinson popularized the notion of ‘oracy’ (on the analogy of ee 
literacy and numeracy), and his Foundations of Language (O.U P, 1971)is 
one of the most lucid accounts of the bearing of linguistic studies on all $ 
aspects of English teaching, including learning to read. The Schools Council S 
financed a programme at University College, London, under Professor i 
M.A.K. Halliday, in which one of the authors of this book participated, i 
and the group which became the Language in Use Project set its face against - 
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ogramme the pupil’s study of language. Language in Use 
972) is a substantial collection of guides to teaching 
ki activities, which systematically invite the pupil, usually but not exclusively 
n in the middle and upper years of the secondary school, not to analyse - 
language but to explore it. The authors, P. Doughty, J. Pearce, and j 
G. Thornton, make their approach to language more explicit in Exploring 
- Language (Edward Amold, 1972), a handbook for teachers which offers a 
well-informed exposition of a very wide range of technical research in 
readily comprehensible form. The emphasis of the Language in Use 
materials is strongly towards a recognition of language as a social phenom- 
~ enon, and towards an acknowledgement of the great diversity of written 
and spoken English. 
t In addition to the experience of the Dartmouth Seminar, John Dixon’s 
y f; work drew much sustenance from the work of James Britton and his 
colleagues at the London Institute of Education. The magnitude of this 
work, as a sustained intellectual enterprise, did not become apparent until 
the publication of Britton’s Language and Learning (Allen Lane, The Penguin 
Press) in 1970. One of the most civilized and intelligent books ever written 
about English teaching, this ranges widely in psychology, sociology, and 
' philosophy, and brings strengths from all these fields to bear on a series of 
close studies of actual classroom behaviour. Britton has probably been the 
most influential trainer of prospective teachers of English in this country 
‘or many years. A number of his former students and colleagues have 
gone on to make distinguished contributions of their own. Among these, 
e should mention Douglas Barnes, who has become the leading British 
exponent of the study of how teachers behave in classrooms. His initial 
_ study, published in 1969 in Language, the Learner, and the School 
y Penguin), has been influential out of all proportion to its length. i 
= Many readers will be surprised that our account of the significant influ- 
_ ences in English teaching in the last half-century makes no mention of > 
Bernstein and his concepts of restricted and elaborated codes. This work is \ 
very technical research which has been almost universally misunderstood, 
__ particularly by lecturersin colleges of education. Bernstein’s codes are not 
dialects. They are not ways of speaking. In this usage a ‘code’ is a mental 
system, created by our early social experience, which leads us to organize 
our behaviour, perceive reality, and explore, or reject, new meanings and ~ w A 
experience. It is a total misunderstanding of Bernstein to refer toa child 
‘speaking in restricted code’. We would regard any attempt to make | 
a ‘sense of Bernstein’s reseafch to students who have not pursued a serious 
urse in theoretical sociology as positively dangerous, because it is s 


„any attempt to pr 
(Edward Arnold, 1 
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to leave behind the impression, which many teachers now have, that restric- 
tedness of code is a permanent condition of the mind rather than the a 
product of a social conditioning which may never be more than partial. To 
say this, of course, is not in any way to discredit Bernstein’s own work. i 
But the seriousness of the misunderstanding of Bernstein’s work does point Us 
to the intense awareness that British people have about social class and z 
social dialect: very abstract research which bears only indirectly on the topic $ 
has been made to sustain educational policies designed to reduce the 
apparent handicap of being born into the poorest strata of society. d 
& 


The present 


Textbooks for English f 
Our brief review of some of the influences and shifts in the ideology of 
English teaching has concerned itself with the forces that give rise to text- 
books rather than with the books themselves, Of the widely used English 
textbooks of the last thirty years, four call for mention. Ronald Ridout’s 
English Today (Ginn & Co.) appeared in the 1940s and was a huge commer- 
cial success. From the point of view taken in this bookit soon became an 
educational disaster. Raymond O’Malley and Denys Thompson’s course 
English One to English Five (Heinemann, beginning 1955) has been a staple 
course book in grammar schools, andi is probably the best example ofthe 


to be this fragmenting treatment of English, this example is lucid ant reason- i 4 
ably humane, but both the authors would probably now wish it superseded. 
Much later, in 1963, John Dixon and two of his teaching colleagues in a 


cater seriously for pupils over the whole range of ability. It was an instant 
- success, and has had many imitators. Its limitations are now clear: snippets 
of literature are used to illustrate social arguments rather than as sources S 


very clear understanding of en what that meant laid ominous traps Sa) 
the unwary. Among its descendants must rank the Humanities Curriculum 
Project (Heinemann), which seeks to engage pupils in schematic social 
studies on a basis of written material collected without adequate regard for _ 
-its linguistic difficulty and with no serious interest in literary merit. 
Some schools, and not a few engaged in training teachers, appear to 
believe that thorough-going use of the Humanities Curriculum Project can Í 
_ fully discharge a school’s responsibilities for teaching English. We have — ý 
sugges ted at a number of points in other chapters that the ccs matter 
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of English cannot properly exclude what the jargon calls ‘the affective 
~ domain’—the world of feeling, emotion, and attitude. Advocates of the 
Humanities material would argue that it caters very fully for attitudes and 
their modification. That it caters for the world of feeling adequately we 
would dispute. The Humanities Project’s supporters would not claim, of 
course, to be concerned in any direct way with the area of competence in 
the use of language. The reliance of the project on group discussion ofa 
~ special kind, which, in our view, needs more systematic training of the 
teacher than it usually receives, certainly contributes to the building of 
~ language competence, but this is fortuitous rather than planned. Any other 
É aspect of language learning, under the umbrella of the Project, will be even 
more accidental. 
| The fourth body of classroom material published commercially to call 
for serious attention is probably the most distinguished of the four, but it 
is a series rather than a single book. The Penguin English Project contains a ~ 
wide range of anthologies, printed with little or no commentary or question h X 
matter, prepared by practising teachers on a variety of themes. The books © Ve 
are exceptionally well printed and illustrated, and while they vary in ul ee 
_ the general level is astonishingly high. The school which has no specialist in 
a English but wants to do justice to the work could do much worse than base ~ 
its approach on a judicious selection of these anthologies and careful 
attention to the Teachers’ Books. 


English, language, and the school 
_ The teacher, as the one adult user of language in the room, is a figure whose 
A importance we have stressed many timesin these pages. The headmaster who 
wanted his pupils to learn how to talk easily to headmasters reminds us that 
this language-using role of the teacher is by no means peculiar to English 
= teachers. Every teacher, whether returning history essays, announcing the 
x games results at assembly, turning the pupils out of the classroom at break, 
>or explaining with a note of urgency that a phosphorus solution left to dry 
in a plastic sink will burn down the lab—each of these is part of the school 
L asa Janguage environment. That environment, just because it is different 
‘3 from the home and commands some measure of prestige in the eyes of many 
> of the pupils, is a source of language models to the children in the school. 
_ We have mentioned in this paragraph a set of very varied social settings for 
i language, and the language that ensues is distinctive in each setting. Indeed, 
to use language peculiar to one setting in a quite different one is a staple of 
- comedians. Pupils in schools learn much more than the school consciously 
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sets out to teach them, and of all these elements in the ‘hidden curriculum? 
the diverse ways of using language are among the most potent. 

The teacher who shouts at his pupils is, among other things, teaching 
shouting—and some pupils acquire this instrumental model of language only 
too well. If talk is important in the overt curriculum, it is just as important 
in the hidden one. This has all sorts of implications. In the 9 to 13 age range 
it almost certainly points to dining arrangements involving small tables and 
outdoor play areas which provide sheltered spaces for talk as well as open 
expanses for energetic games. Again, if the role of adults as speakers of 
English matters, so does their role as listeners, and this is seriously impeded 
if the main relationship between teachers and pupils is one of fear. Very 
similar considerations apply to the written communication between school 
and pupil. The headmistress who insisted that all duplicating of material 
for class use should be typed by the school secretary had this much point, 
that there would be no more marginless masses of uneven type laid before 
the pupils, and the things that the teachers said about presentation would 
at least be matched by what they were seen to do about it. Again, the way 
in which a school formulates its rules can distance the pupils by using the 
passive voice, or it can engage their cooperation. This was put firmly into 
practice by the middle school headmaster in the north of England who 
sent to every pupil before he entered the school a letter which went like 
this: Y 

You have been to our school on a visit and have a good idea of the sort 

of school it is. We don’t have many rules, though we do have some likes 

and dislikes that you will soon pick up from your class teachers. There 
are two do’s and two don’ts: 

do enjoy school do tellus if something’s wrong 

don’t spit and don’t smell. 


Some of the parents objected, but the children did have baths! 

Beyond the role of the school as a language-using community is the role 
of the individual members of the teaching staff and their responsibility for 
spoken and written language in all parts of the curriculum. We began the 
Preface with a reference to the oft-quoted adage about every teacher being 
a teacher of English. We are led to end this book with a renewed emphasis 
on the fact that because all subjects of the curriculum are conducted in 
English they are also in some measure teaching English. This is not a mere 
quirk of the authors: it has become, in recent years, a central preoccupation 
of leading specialists in English teaching. We have pointed out already the 
unrealistic expectations of teachers who never correct mis-spellings in pupils’ 


work in their own subjects, but are outspoken in the staffroom about how 
_ English teachers are falling down on the job. Children who “are not taught 
to spell nowadays’ are being ‘not taught’ by a majority of their teachers. 
This is a battle the English teacher cannot hope to win on his own. On the 
other hand, for a staff collectively to decide to ‘have a blitz on spelling’ is 
__ probably worse than useless. Rather, what is needed is a continuous self- 
training by a school’s staff, giving rise to discussion of a common policy 
about language involving such things as methods of marking, the use of 
classroom talk, the role of dictated notes and reference books. 

As Douglas Barnes has shown, the staff’s own use of language in the 
classroom is a vital part of the school’s language climate. Self-inspection of 

" the kind suggested by Barnes’ use of tape-recorded lessons is a demanding 
exercise, and while it can be shocking at first it is remarkable in its effects. 
_ Of all the possible activities for the massive expansion of in-service training 
im promised in the next few years, none seems to us more important than this. 
A school policy about language does not simply happen: it has to be brought 
about by a sensitive and growing concern. wi 


The status of English 
Many teachers, including many English specialists, are increasingly 
certain at the present time about what their subject comprises. We have 
own how, during the present century, one inadequate model of English ` 
ter another has held sway and given place. Now, with the vogue for 
anguage across the curriculum’ (see Douglas Barnes et al, Language, the 
_ Learner, and the School, Penguin, especially Part III) on the one hand, and 
_ for integration on the other, one may reasonably wonder what is the place 
of the English teacher. In some schools, indeed, English as a ‘subject’ has 
_ disappeared, swallowed up in the voracious maw of the ‘integrated day’ of — 
some junior schools or of the ‘humanities’ at the secondary level. Where the 
tegration produces elements entitled ‘communications’, or work-schemes ` 
mention ‘the English skills’ with a becoming piety, one may wonder whether — 
anything of significance is left. In many cases the product of this integration N. 
‘is indeed greater than the sum of its parts: Tom Haggitt’s Working with 
anguage (Blackwell, 1967) shows how a large group of children from an 
urban school could descend on a Worcestershire village and spend a week 
ere learning about the village as a whole. It is a valuable and convincing 
onstration. But as the book’s title suggests, the teacher who made it : 
language itself as one of his priorities. Where this is not so, some things haf 
be lost unless they are specifically built into the work, and English i J ; 
laps more at risk in this way than most other elements in the curricuh 
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For many children English is the only element in the curriculum where 
they have been encouraged to explore and express their own feelings, and 
to come to terms with them through story and poetry. It is also the only 
one where the choice of story and poetry and play is directed towards 
enabling children to explore the feelings and experiences of others and to 
respond to them imaginatively. If these aspects of English are allowed to 
slip through the net of integrated humanities projects, our pupils will pay 
a fearful price in due time. For such an oversight allows English to become ~ 
a ‘service subject” providing the language skills which other subjects demand, 
and in the real, competitive world of education a service subject loses status 47 
and resources. A ‘service’ basis for English has proved a disaster in further ` 
= education, and would just as surely do likewise in schools. In many cases, 

= however, this destruction of the integrity of English is more likely to take 
the form of calling the English component of an integrated curriculum 
‘English skills’. Such a nomenclature opens the door to a systematic re- 
duction of the time available for English, and for a steady dilution of the 
_ quality and training of the teachers deputed to teach it. Even when the 
English skills’ approach is well done, it is not enough. We have seen many 
_ junior school classrooms where the children write a great deal, and where 
presentation and mechanical accuracy reach high standards—but where x 
almost all that is written is in reality copied from books of reference. The 
inhumanity, the illiberalism, of this conception of English is destructive of 
‘much that is most to be treasured in childhood. It may not need an English — 
specialist to preserve in a school the scope for imagination, invention, be 
= fantasy, and the poetic, but it does need someone who cares about these 
things. 
In the same way, the junior schools of many education authorities in y 
England are well supplied with books of reference and reading schemes and 
xtension readers’, but because nobody has become concerned about re 


of a hundred posts of seniority advertised for junior schools while this book 
yas being written revealed that only one in ten mentioned English or TEN 
guage development, while forty asked applicants to take responsibility ¥ 
ics, and many of the rest appeared to be looking, quite simpl; on) 
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w Where next? 
= We have written this book with a concern to help the non-specialist teacher 
of English. It has been able to do little more than scratch the surface of the 
‘more fundamental questions facing the specialist branch of the profession, 
but we hope we have sketched out an approach which at least makes initial 
sense. Teachers who attempt to carry it into practice must expect to feel 
"isolated and troubled over many details. We have urged the importance of 
discussion in the learning of pupils, and would urge it in the learning of 
- teachers also. The great majority of teachers’ centres, and most courses of 
in-service training, offer opportunities for just such discussion of teachers’ 
problems. One of the problems for this area of English teaching is precisely 
that most courses are set up for specialists, but wardens of teachers’ centres- 
usually respond to an identifiable demand for particular patterns of in-service 
training. It is also quite mistaken to suppose that courses designed for 
_ specialist English teachers are likely to be unwelcoming to the newcomer 
who wants to learn about the job. > 
= There are three particular channels which we want to mention in this — 


In several cases, the belief of practising specialists in relying on ‘coalface’ 
experience has meant that projects have been based largely or entirely on 
__ building up networks of contact with other practising teachers. These 

4 networks have been by no means confined to specialists. Information about 


journal, or can be obtained from the Information Office, Schools Council, 
160 Great Portland Street, London WIN 6LL. 
È Secondly, we would mention the role of the L.E.A. English adviser. We 
may be taking a rosy view of his function, since both of us have served in 
A it, but the English Adviser’s job is both to get into a wide variety of schools- 
____ and to be professionally up to date about his subject. We can say quite 
3 confidently that the great majority of advisers now in service will be 
Sympathetic to the approaches to English teaching outlined in this 
__ book. The proportion of Education Authorities with specialist English 
= advisers is growing steadily. A teacher wanting to put some of our 
Suggestions into practice and facing either practical difficulties or a need for 
= discussion will normally find his L.B.A. adviser a useful person to turn to, 
Thirdly, the National Association for the Teaching of English, which we 
_ have mentioned earlier in this chapter, provides a wide range of services to 
embers. These include the use of an Advisory Officer who will answer by i; X 
ost many queries about English teaching; a termly journal which prints a i 


and the annual conference at which some 400 English teachers from primary § 

_ schools to universities assemble to discuss common concerns. The Association 
= has branches throughout the country which enable members to maintain E: 
informal contact or to operate in working parties and study groups. (Hon. 
= Secretary, 5 Imperial Road, Edgerton, Huddersfield, HD3 3AF.) 

~ The exploration of English teaching in this book is only a beginning, and | 
we have sought to conduct it on the basis that most of our readers will want — 
to take some aspect of it further. We have tried to be brief, and in doing so 
-have left questions unanswered, but if we have been of practical use to a 
baffled or apprehensive teacher, we shall have served our turn. 


Ww 
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The aim of this section is to give information to the hard-pressed teacher 4 
about obtaining the materials he may need. It also seeks to highlight the y 
role of resources in teaching, and is arranged in sections which correspond — 


to a natural layout of resource centres. Printed materials come first; non- 
print materials cover audio, visual, and audio-visual resources in that order; i 
there is a section about equipment; and a closing note on libraries. * 


Most teaching in the past relied on the resources of textbook and ‘ 
teacher’s talk and chalk. Anything beyond this was illustrative or additional, 
and related directly to what the teacher had to say. The present position is 7 

different: in order to organize situations in which diverse pupils can learn, 5 
much more is needed. The problems of keeping the new resources under 
_ control are discussed in detail in School Resource Centres (Schools Council | 
_ Working Paper 43, Evans/Methuen). This defines a ‘resource’ as ‘anything 
_ which may be an object of study or stimulus for the pupil’. Its list of 4 
examples goes on: ‘books, periodicals, newspapers, press cuttings, pictures, hi 
diagrams, maps, charts, photocopies and microforms, worksheets, slides, _ N 
film-strips, film-loops, records, audio-tapes, radio and television programmes, 
video-tapes, slide/tape and filmstrip/record combinations, multi-media kits, ý 
programmed materials, models, specimens and tealia, as well as individuals Nip 
and objects in the community.’ The paper sets out examples of the best A 
it _ current practice for full-scale resource centres, but in most cases the teacher — 
| for whom this book is written will have to build his own smaller bank of — 
material. In doing this, he should grasp the difference between using re- 
sources to supplement his own teaching, and using resources as direct Rt 
learning-material for the pupil. Since the latter approach is implicit in much 
4 


Print materials 
Books 
_ In addition to the books used in specific parts of English class work, every 
_ English teacher needs in his classroom two basic collections: 
1. A classroom library of fiction related to the age and interests of the 
t pupils. 
2. A collection of simple reference books. 


1. Children’s fiction. Far too few English teachers have read enough 
children’s literature, and there is much too limited a recognition of the 
_ achievements in this field in the last twenty years. Sources and Resources II 
lists some books which we have found very widely liked by children aged 
-9 to 13 and which give them a much sounder basis for later studies of litera- 
ture than the so-called classics. But the classroom library will need many 
more books, and while Puffin Books are not the only reputable publishers _ 
of novels for children their list has an enduring distinction. Other lists — 
worth consulting are Brockhampton Press, for its Black Knight range; 
H Macmillan (Club 75 and Topliners), Heinemann (New Windmill Library, 
_ covering a wider age range), O.U P. (for its children’s paperbacks), and 
~ Collins (Armada Lion, reprints of many titles formerly in the Puffin series). 
Most of these are paperbacks, and the very high standards of print and 
design set by Puffin Books have been widely maintained. 
A second category of children’s fiction, especially for children of 9 and 
_ 10, is the large, well-illustrated book of well-known or collected stories. 
oh Oxford University Press, Methuen, Dent, Odhams, and Brockhampton are — 
_ among the most successful in this area, meeting the real need for clearly 
printed versions of stories which many children of this age already know. 
- but may not have met in writing. The teacher should look for these in the 
F library catalogue issued by each publisher, not the textbook list. 
A considerable literature has grown up about children’s reading, but no . 
__ first-rate literary critic has yet accorded the genre the serious critical atten- 
_ tion it deserves. By far the widest and most 
Ye is Margery Fisher’ 


4 


middle-of-the-road comment and selections 
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_ are the School Library Association (Premicr He House, 150 SoA Row, 
_ London WC1B SAR), which has a subscription scheme of great value to the 
school librarian, and the National Book League (7 Albemarle Street, 

- London W1X 4BB). 


A 


4 


= 


' 2. A basic reference library. Useful reference books for teachers are 
mentioned throughout this book. Here we would add 


Brewer’s Dictionary of Phrase and Fable (Cassell) 
Concise Oxford Dictionary 
z Larousse Encyclopaedia of Mythology (Hamlyn) 
f G. Palmer and N. Lloyd, A Year of Festivals (Warne) 
= ` Penguin Dictionary of Modern Quotations 
Penguin Dictionary of Quotations 
Roget’s Thesaurus of English Words and Phrases (Penguin) 


y There are many thousands of reference books for children, and each 
classroom needs a selection related to the prospective users. We think it is 
-a fallacy to suppose that children under the age of 13 have much use for a 
major encyclopaedia such as the Britannica. Even a Children’s Britannica is 
_ only as useful as the child’s grasp of its indexing and arrangement. Rather, — 
= teachers might consider such series as the following: 


The Oxford Children’s Reference Library 
MacDonald’s Junior Reference Library 

= The Observer Books (Warne) 
5 Hamlyn’s All-colour Paperbacks 
The How and Why Wonder Books (Transworld) 
The Oxford Junior Encyclopaedia 


___ In this connection it is much more useful to have a classroom poetry shelf f 
than to buy class sets of a single book. These are some of the more useful 
for this age range: 


M.G. and P. Benton, Touchstones I and II (U.L.P.) 
Edward Blishen, Oxford Book of Poetry for Children s 
C. Copeman and J. Gibson, As Large as Alone (Macmillan) 
E. Graham, Puffin Quartet of Poets (Penguin) 
_ Raymond O’Malley and Denys Thompson, The Key of the Kingdom 
(Chatto and Windus) 
James Reeves , Merry-Go- -Round (Heinemann) 
Scott, Poems for Pleasure 1I (C.U P.) 


p 
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Geoffrey Summerfield, Junior Voices and Voices One (Penguin) 
M. Wollman and D. Grugeon, Happenings I (Harrap) 
M. Wollman and A.L. Austin, Happenings II (Harrap) 


Closely related to the poetry shelf are Poemcards (Harrap) and Poetry 
Cards (Macmillan), and the single sheets issued to go in folders that develop 
into pupils’ individual anthologies: the sheets of poems can be bought 
singly or in class sets from a wide range. Specimen sets from White Rose 
Educational Resources, 32 Roe Lane, Southport, Lancs., PR9 9EA, which 
publish on behalf of the English Speaking Board. 


Other printed material 

Comprehensive and almost indispensible is T.G. Jeremiah’s Source Book of 
Creative Themes (Blackwell, 1972), an index of material and resources for 
some eighty themes, listing stories, books, poems, records, films, charts, and 
much else in a way which will save many teachers lorg hours of searching. 
As it is only an index, its listings need evaluating by the user in the light of 
his particular purpose. 

A general guide to non-print resources which is practical and kept up-to- 
date is the Treasure Chest for Teachers (Schoolmaster Publ. Co., for the 
N.U.T.). This enables one to select wisely from the mass of commercial, 
sponsored, and near-advertising material available in the form of charts, 
booklets, and kits of specimens. It also indicates which business firms will 
deal with requests from teachers only, and this preference should be Strictly 
adhered to, since too many requests from children may even lead firms to 
close down their services to teachers, The same book lists the embassies and 
public services which will provide free teaching material, some of it of high 
quality. Here we should mention the Post Office, which has a range of 
excellent materials on communications. Full details from Public Relations 
Dept., The Post Office, St. Martin’s-Le-Grand, London ECIA 1HQ. 

More general chart and kit materials can be found in the catalogues of 
Educational Productions Ltd., East Ardsley, Wakefield Yorks., and 

» Pictorial Charts Educational Trust, 132—8 Uxbridge Road, West Ealing, 
London W13, However, wall charts need care, because many of them 
crowd in too much material, For guidance on this matter and on effective 
display, consult R. Leggat—Showing Off—Display Techniques for the Teacher, 
(Educational Foundation for Visual Aids, 33 Queen Anne St., 
London W1M OAL. The same body’s catalogue of wall charts is also useful.) 

There is a steady flow of kits of all kinds appearing in schools, many of 
them developed by Schools Council Projects. As a broad rule of thumb, 
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materials in this form which focus on a eurriculum subject should be used 
by or in close collaboration with a specialist, while more general kit ma- 
terials in practice need a great deal of care and study before they can be 
made to work well in the classroom. One example, which happens to be 
mainly in printed form, is Jackdaws (Jonathan Cape): mostly on historical 
topics, these collections of documents are interesting to an academic type 
of pupil, but many of the papers are in very small print and their language 
can be very difficult. 


Non-print materials 


Audio-materials 

These comprise records and tapes. In practice, discs are more useful to 
teachers and cassette tape-recordings are more useful to pupils. Cassettes 
can be stored and indexed easily, and readily accumulate to form a useful 
library. With machines that play back only there is no risk of erasing the 
recording by accident. Tape libraries should draw on a wide range of 
broadcasts, music, speech, and features (see also the E.F.V.A. catalogue of 
Records and Tapes for Education). Cassette tapes have gained some repu- 
tation for poor quality, especially of music, but this is now being overcome. 


1. Some record labels deserve special mention: 

Argo Record Co, Ltd., 115 Fulham Road, London SW3. A Decca 
subsidiary; some materials now produced by Decca Educational Services. 
Good range of poetry and folk, especially some of the original Radio Ballads. 

Jupiter Recordings, 140 Kensington Church St., London W8. Many high- 
quality speech records, including poetry anthologies compiled for younger 
children with the text published in book form. 

Caedmon Records: John Murray Ltd., 65 Clerkenwell Road, 

London EC1. Many speech records, mainly of classic plays, but including 
readings of Lewis Carroll and Edward Lear. 

Topic records Ltd., 27 Nassington Road, London NW3. The major 
source of recorded folk-song; the catalogue, Topics for Teachers, lists by 
subject. Specially recommended are Streets of Song (Behan and MacColl, 
12741) and English and Scottish Ballads (Lloyd and MacColl, 12T103). 

B.B.C. Radio Enterprises, Villiers House, Haven Green, London W5, Has 
a short but growing list, mainly old broadcasts, but including the cheapest 


good-quality records of sound effects. 


LL.E.A. London Tape Library, All Souls Primary School, Foley St., 
London W1. Useful collections of tapes produced within I.L.E.A. and avail- 
able on loan at low charges. 


2. Using records and tapes: the best non-technical guide is Graham Jones, 
Teaching with Tape (Focal Press). For more technical guidance the infor- 3 
mation in B.A.S.F?s Tape Questions—Tape Answers, available free from the wM 
area B.A.S.F. representative, can be readily adapted to most other equipment. 


Visual materials fk 
The Educational Foundation for Visual Aids (E.F.V.A. address on p.142 above) 
is the standard source of information on all kinds of visual aids. Its sectional 
catalogue (Section 1 deals with English) is up-to-date and thorough. E.F.V.A. 
has recognized the menace of out-of-date catalogues and runs a scheme 
called VENISS: for an annual subscription of £3-50 the school can receive 
copies of all publications as they appear. English teachers will have use for 
the following main types of material and will build up collections of them. 


ily Photographs. Flexible and cheap. Some published sets for English 
teachers (e.g. M. Marland, Pictures for Writing, Blackie; Esmor Jones, 
Camera Explorations, Pergamon) have their limitations and date easily. 
-Better sources are large public libraries, photographs taken by teachers and 
~ pupils, and periodicals, especially the colour magazine supplements. (The 
Daily Telegraph usually has large stocks of back numbers of its colour 
supplement, supplied free to educational institutions; the two Sunday 
| supplements also supply bulk orders but charge for them.) Most newspapers 
sell prints of pictures taken by staff photographers, and the Guardian is 
particularly helpful in this. 
Photographs can be used for display, to illustrate pupil’s work, to 
stimulate drama or writing, and to start off group discussion. Old snapshots i > 
from family albums are very useful in the last of these. Nearly all children . 
of 13 can learn to operate a simple still camera, and those with reading and 
writing problems can do very good work with it, gaining a measure of 
Success in an otherwise frustrating schooling. 


2. Paintings. Large reproductions for classroom use are an under-used 
“source of imaginative stimulus, and could be found more often on class- © 
~ room walls. Most of the major galleries have catalogues of reproductions, 
and several commercial firms publish high-quality ones. T.G. Jeremiah, 


op.cit. pp.98-115, gives an indexed list of the most useful works and 
sources. 


ae 
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3. Slides and filmstrips. For viewing by the whole hi or, more ereen 
by small groups. i : 


@ Galleries selling slides of items in their collections: “3 j 
National Gallery, Trafalgar Square, London WC2. +. 
National Gallery of Scotland, The Mound, Edinburgh 1. 
Wallace Collection, Manchester Square, London W1. 
British Museum, Bloomsbury, London WC1. 

(i) Commercial slides and filmstrips. The best commercial source of E 
slides is probably Woodmansterne Ltd., Watford Industrial Estate, 
Watford, Herts: a wide-ranging list, classified, of very high quality 
slides. Good sources of filmstrips include: J 
Common Ground Ltd., Longman Group, Burnt Mill, Harlow, Essex. oa 
Diana Wyllie Ltd., 3 Park Rd., Baker St., London NW1 (also KiS storage 
systems for slides ond sadane combinations). 

Visual Education Ltd., Hawkley Studios, Liss, Hampshire. 
This is a very small selection from a long list, given in full by Jeremiah 
(op,cit., pp.157—8), and we do not imply that these three firms are 
necessarily better than their competitors. 


4. Film-loops. The filmstrip is a set of stills on a single strip, and many 
teachers have become dubious of its value in the television age, since pupils q 
quickly find it tedious. The filmloop is in effect a cassetted film which runs 
for about four minutes and repeats itself until the viewer is turned off. Very 
_ few have been made which are, of any value to English teachers, but Nuffield 
science ones may be well worth borrowing. n 


1. Film- making. The teacher skilled in film work brings to English teaching 
_a very valuable asset, and an English department should regard film-making 
-as ano less logical extension of its work than drama. It is a field in which 
unexpected gifts emerge in unlikely children, and which leads to a great deal 
of constructive talk. Nor is film-making anything like as costly or difficult Pi 
j -as it might appear. Like drama, of course, it needs a secure base of good 
discipline, and it takes a good teacher to steer his class through the prepara- 
tory study of method to the final editing, but children of 12 and 13 have — 77 
_ made rewarding films. A Super-8 vision-only camera is a quite feasible purchase 
-for many schools, but many Teachers’ Centres have loan equipment. Education 
ally the objectives of film -making should be to engage the pupils in a sustained 
; orporate activity which sharpens their awareness of non-verbal communi 
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cation and develops their powers of social co-operation. A good handbook is 
D. Lowndes—Film-making in Schools (Batsford, 1968). 

Whereas film has to be professionally developed and can be used only 
once, videotape can be used many times over and can be played back 
immediately. After its high initial cost it may well be more useful than 
film. A very different medium from film, videotape can do most of the 
things that film can do in schools, and it would be sad if the V.T.R. equip- 
ment now coming into more and more schools were confined to the off- 
air recording of T.V. programmes. In particular the link with drama work 
and the freedom to re-take a rehearsal or performance that videotape 
provides has many unexplored possibilities, Here, as in other uses, the 
decision to buy only one camera may be a false economy. 


2. Using film. Too long confined to the merely illustrative role of other 
visual aids, or to courses in film-appreciation, film has many other uses 
for English teaching. As a stimulus to talking and writing, as a communi- 
cation medium in its own right, and as a means of interpreting and appreci- 
ating literature, film has produced some masterpieces, and much of what 
we have said about the study of literature applies to films as well. However, 
many pupils’ visual education is better than that of their teachers, and a 
literary or analytic approach will strike them as condescending. The 
response to visual media like film is not closely related to academic ability: 
films are useful with all abilities. 

If the logical place for work on film in school is within the domain of 
English, the same applies to television. Here we want to dissent from a 
widespread practice among English teachers, whose chief ‘use’ of T.V. in 
school is to illustrate ‘mass media’ courses designed to alert pupils to the 
dangers of advertising and the like. We have found middle secondary pupils 
Just as aware of when they are being ‘got at’ as any adults, and indulgently 
amused by teachers who show anxiety about this for their pupils, without 

_ being aware of their own susceptibilities. The literary or moralistic stance 
adopted from a blend of the Leavis tradition with the brash popularization of 
Vance Packard cuts no ice with today’s young, and is not relevant to 


children under 13 anyway. It is far better to give them experience of the 
good and sensitive cinematic work of art. 


3. Sources. For information and up-to-date help on all aspects of film in 


education: Education Department, British Film Institute (B.F.I.), 81 Dean St., 
London W1V 6AA. The B.F.I.s publications include: 


or... 
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B.F.I. Distribution Catalogue (SOp). Lists the B.F.I.’s library, with much 
historic material, and the B.F.I.’s other services. 

B.F I. Study Extract Catalogue. Detailed list of extracts from feature films: a 
large and expanding collection, very useful for those on alimited budget. 

Films on Offer. Summary of most 16mm. films available in this country. 

Free B.F.I. publications include lists of current features, shorts, and 
distributors; thematic materials, and teachers’ accounts of work with 
film. Write to the Teacher Adviser, Education Department, B.F.1. 

The Society for Education in Film & Television (SEFT), 63 Old Compton 
St., London W1V SPN, runs a comprehensive information service for 
members, and among several publications is its quarterly Screen 
Education Notes. A more recently formed body, the National 
Association for Film in Education, 3 The Croft, Wall Street, 

London N1 3NB, issues a termly newsletter and is particularly 
interested in the links between film and English teaching. 


Short films, usually sponsored, can be obtained at low rentals from the 
following, among many others: 
British Transport Film Library, Melbury House, London NW1 6JU. 
Canada House, Trafalgar Square, London SW1. 
Canadian Travel Film Library, 1 Grosvenor Square, London W1. 
Central Film Library, Govt. Buildings, Bromyard Avenue, London W37 JB. 
Concord Films Ltd., Nacton, Ipswich, Suffolk IP10 OJZ. 
Ford Film Library, 25 The Burroughs, London NW4. 
National Coal Board Films, 68 Wardour St., London W1V 3HP. 
Petroleum Films Bureau, 4 Brook St., London W17 1AY. 
Scottish Central Film Library, 16—17 Woodside Terrace, Glasgow C3. 


A film library on Standard 8 film is maintained by 
Perry’s Movies, 129 Kingston Road, London SW19, 


and includes many feature films such as Hitchcock and Ford, shorts by 
Chaplin, Laurel and Hardy, and others, at very low rentals. 

Film catalogues are a useful addition to a staffroom library, but as we 
have mentioned above some system of keeping them up to date is essential: 
the lists change from year to year even more than do publishers’ lists of 
books, and in addition the distributors of particular films may change also. 


4. Broadcasts. The many programmes available from the B.B.C. are of a 
high technical standard, but they need using with care. They tend to be 
broadcast in series, and the value of one such programme may depend on 


s š X knowledge of others in the same series. Some of them are in fact more 
l difficult for the pupil than they appear at first glance, especially in relation 

_to the age range they claim to be for. Many of the readings of literature have h 
an antiseptic quality unacceptable to many children, and like all other forms 
= of oral communication need getting used to. For this reason the teacher 
- will often find it useful to tape programmes, listen to them at leisure, and 

select or store them. However, the law of copyright governs all taped 

broadcasts, and a body which has rendered great service to education, as 
f the BBC has done and continues to do, is entitled to its protection. 
_ Guidance about this matter is given in three pamphlets— 


School Radio and the Tape Recorder 


Using Radio & TV—a Guide to Classroom Practice 
Videotape Recording and TV. 


A These are obtainable from The Schools Broadcasting Council for U.K., t 
‘The Langham, Portland Place, London W1A 1AA. The same body can supply 
r ‘the address of the nearest BBC Education Officer, whose job is to advise 
_ schools on all aspects of using broadcasts. Such officers gladly visit schools 
-for discussion, and provide both general and specialized in-service courses 
$ ‘at Teachers’ Centres. 

The DES dealt with broadcasts in schools in one of its occasional 
‘Reports on Education (No.74, June 1972), which made a summary of a 
survey by H.M. Inspectors. It stressed that using broadcasts in schools is 
“quite unlike using them in the home: i 


(i) To use a broadcast a teacher has to go to a little more trouble than is 
volved in a routine lesson. Undoubtedly the effort required in some i 
-S is increased by a less than adequate supply of equipment, teachers’ 
notes, and pupils’ pamphlets. The great majority of schools visited in this 
survey were prepared to overcome these difficulties because of the improve 
ment in the quality of education which could follow. a 
SN The effective use of broadcasting also calls for skill and understanding 
on the part of the teacher. The contribution made by broadcasting needs 
‘to be planned in relation to other resources available; broadcast material 
needs to be integrated into the work of the pupils; preparation is needed 
_ for actual broadcasts; the conditions under which broadcasts are received 
and used call for the exercise of particular teaching skills. t 


a _ The pupils’ pamphlets mentioned by the Report are available for most 
__ broadcasts, usually very well produced and modest in price. With or without 
Hy the broadcasts they are good supplementary reading material. Those f or 
eries Listening and Writing are a consistently good example. The gro 
dy of broadcast-related material issued in recent years, although oc 
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ally uneven in quality, is an important source for a school developing — 
esources on a low budget. Apart from these pamphlets, tapes, filmstrips, 
and kits, many school T.V. programmes and sound broadcasts can be 
ah purchased on film or records. Catalogue from B.B.C. Radio & T.V. 

ike Enterprises, Villiers House, Ealing, London W5 2PA. 


_ This is not the place for technical detail, which can be obtained from the 
specialized reports published by the E.F.V.A. (address on p.142 above) an 
~ available under its VENISS scheme. These reports compare different 
makes dispassionately, and the equipment itself can be seen on display at 
the annual audio-visual exhibition called Inter-Navex, usually held at 
Olympia in July. The best current guide to educational use of equipment 
_ is RP.A. Edwards, Resources in Schools (Evans, 1973). The journal i 
_ Visual Education began in April 1972 to publish in serial form A Teacher's — 
AV Handbook, intended for those with no practical experience in using 
such aids. Clear, detailed, and helpful, it is to be published in book fom — 
in 1974. + 
There is no uniform ‘best’ way to organize visual aids in a school: each 
school must find the pattern which fits the facilities of the building and the | 
interests of the staff. However, there are two obvious categories of equipmen t 
in the context of this book, and we give an outline of them here to spell out — 


ved. 
» 


assumptions on which the rest of the book is based. 


‘ Essential equipment 
Tape recorders. One cassette recorder for each teaching space, and the © 
scope to assemble five or six on occasion, At least one good heavy-duty 
-spool-to-spool recorder, with which an extension speaker should be 


invariably used. 


2. Radio. Unless a school is unusually efficient in its off-air recording, or 
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bi (as a few now do), an English department needs its own V-H.F. receiver, 
ideally as part of a radio-cassette-recorder which can be used for off-air 
recording while the teacher is working with a class. (Many teachers donot 


appear to realize the ease with which a spool tape can be transferred toa d 
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3. Reprographic equipment. An English department has special needs here, 
and a teaching area set aside for the subject is not complete without a spirit 
duplicator and a copying machine. The latter may be flat-bed copier or 
(better) an infra-red one which can also make heat-copiers for the spirit 
duplicator and laminate single sheets: both copiers serve different purposes. 
but they and the spirit duplicator can be bought for under £150. 


> 


4. Overhead projector, reserved for departmental use or as standard 
equipment in every classroom. 


5. Audio-page or Synchrofax: a versatile aid of great value in mixed- 
ability classes, especially when linked to an audio-distribution centre 


(which enables a group of pupils to listen to tape or disc without intrusion 
on others). See p.45. 


6. Two cassette-loading cameras such as the Instamatic. 
7. Strip/slide viewers. 


8. Record-players. 


These items need to be teadily accessible to the English class, either as 
departmental stock, or as the bare minimum of school stock on which the 
English department has a recognized claim. 


Highly desirable equipment 


1. Reprographic equipment. Most scho 
very few of them make anything like en 
colour work. As 
offset-litho inst 


of experience they can easily dam 
clerical staff can and should be trained accordingly. 


2. Film equipment. 


————— | 
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b) Super-8 film camera and dual-standard projector (i.e. taking Standard-8 
and Super-8). 
c) One high-quality still camera (e.g. Praktika). 

In all these categories it pays to go for quality, and local shopping-around 
is likely to be better than using a consortium supplier. Decide to spend as 
much as you can afford, and get sound advice, from several sources, on what 
to choose. 


3. TV equipment. A middle school with eight classes should have at least 
two receivers. If V.T.R. facilities are added, two cameras are necessary if 
pupils are to do serious T.V. work, one of them a hand-held portable. 


4. Stereo record-player of good quality, best combined with V.H.F. radio 
as part of the school’s audio system. 


5. Strip/slide projector for classroom use. 


It is more important to have a limited stock of good A.V. equipment, and 
to keep it in good order, than to buy cheaply for quantity. Today’s pupils 
can be very sophisticated about sound, and in any case an educational 
system which has long accepted the obligation not to be a visual desert 
should avoid being an acoustic slum. 


Libraries in and out of school 


A school library should above all be a place which makes children feel 
welcome. Shelves protected in wire netting or locked away from the pupils 
are an abomination. For detail about running a school library the most 
useful starting-point is R. Purton, Surrounded by Books (Ward Lock). 
Above all, the library should cater for the children’s leisure interests: the 
hobbies section should always loom large, and the library should always 
provide a retreat from the playground: playground duty and library duty 
are two sides of one coin. The library needs to be open whenever it is 
possible, with attractive wall-displays, shows of children’s work, and 
anything else which will contribute to the impression that books are a 
natural thing to use. Accordingly the library should not be hedged in with 
restrictions; silence rules are usually unenforceable and short-circuit the 
social training in consideration for others that a library can provide. The 
library should cover the normal school-subject areas, together with a wide 
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tange of fiction and leisure-reading. (It is a folly to classify some fiction as 
‘literature’ and other novels as ‘mere’ fiction.) The stock should cater for 
a variety of reading levels without any attempt to mark out the books 
suitable for less skilled readers. 

The Library Association (7 Ridgmount St., Store Street, London 
WC1E 7AE) in its guide School Library Resource Centres suggests minimum 
standards for stocking: in a primary school, not less than eight volumes per 
pupil; and not less than ten per pupil in middle and secondary schools. This 
pamphlet is full of ideas about planning and running school libraries, A 
school library must expect to lose between 2% and 4% of its stock each 
year, and a librarian who tolerates shodd 
aging his pupils to treat all the books ba 
see pupils instructed in the mysteries of the Dewey sys 


í nonest and readiest 
resource, 


The same applies to public librarie: 
public library branch should appear 
olds, and again at a later sta; 


s. The organized visit to the local 
in the work of every class of 10 year 


show them the library, read them s 


of every English teacher in a unique and invaluable way. 


* 


ds of children. The first group will appeal to the younger, the second to. 
the older part of the 9 to 13 age range. The publisher of the paperback 


Ginger over the Wall 
A Handful of Thieves 

The White Mountains 

The Four-Storey Mistake 
The Children who Lived in 
a Barn 
Sirga 

The Iron Man 
Incredible Adventures of 
Prof. Branestawm 

Stig of the Dump 

Pippi Longstocking 

Anne of Green Gables 
The Goalkeeper’s Revenge 
The Railway Children 
The Borrowers 

Tom’s Midnight Garden 
Snow Cloud, Stallion 

The Hundred and One 
Dalmatians 

Mary Poppins 

The Saucepan Journey 
Charlotte’s Web 
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Richard Adams 
Richard Church 
Eilis Dillon 
Gerald Durrell 
Leon Garfield 


Alan Garner 

John Gordon 

Alfred Hitchcock 
C.Walter Hodges 

Ann Holm 

Clive King 

Madeleine L’Engle 
James Vance Marshall 
Jack Schaefer 

Tan Serraillier 
Rosemary Sutcliff 
John Rowe Townsend 
Ruth M.Underhill 

Jill Paton Walsh 
T.H.White 


Watership Down 

The Cave 

The Lost Island 

The New Noah 

Black Jack (or Mister 
Corbett’s Ghost) 

The Owl Service 

The Giant under the Snow 
Ghostly Gallery 

The Namesake 

Iam David 

The Twenty-two Letters 
A Wrinkle in Time 
Walkabout 

Shane and other Stories 
The Silver Sword 

Eagle of the Ninth 
Gumble’s Yard 
Antelope Singer 

The Dolphin Crossing 
The Sword in the Stone 
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Notes 


Chapter 1 


The effect of large scale on the G.C.E. system is fully explored in J. Pearce, 
School Examinations (Collier-Macmillan). 

For a vivid account of how teachers can become unduly attached to the form 
rather than the substance of the language of their pupils, see J.W.P. Creber, 
Lost for Words (Penguin), Chapter 1. 

These questions are lucidly explored in Randolph Quirk, The Use of English 
(2nd edn., Longman), especially Supplement II. 

Such as J. Watts, Interplay (Longman), a multi-media approach, in which the 
various elements are of rather uneven quality, but of strong appeal to children 
of 11 to 12. Nancy Martin’s Oxford English Source Books, Here, Now, and 
Beyond, Truth to tell, and Half-Way, contain exhilarating material, and 
questions which have been well conceived for the more able or mature middle 
school pupil. An English course book for average pupils of this age, or suitable 
for mixed-ability classes, has been eagerly sought by publishers, but no-one 
has yet produced one which we would endorse as warmly. The truth may well 
be that such a prescription cannot be dispensed. 


Chapter 2 


1 


This topic is a major preoccupation of scholars in educatignal philosophy and 
educational sociology. See, for example, Richard Hooper (ed.) The Curriculum: 
context, design, and development (Oliver and Boyd for the Open University). 


Chapter 3 


1 


“The integrated day’ is now a widely current term for infant and junior school 
practice, where the conventional timetable is abandoned. The work of each 
group of pupils is planned in such a way that all the elements of the curriculum 
are dealt with, although the activities of the children may be hard to classify 
under particular ‘subjects’. See, for example, Jack Walton (ed.), The Integrated 
Day in Theory and Practice (Ward Lock), and M. Brown and N. Precious, 

The Integrated Day in the Primary School (Ward Lock). 

John Masefield, ‘Reynard the Fox’ in Dauber and Reynard the Fox, (Heinemann); 
Henry Williamson, Tarka the Otter (Puffin); Ted Hughes, ‘Esther’s Tomcat’ in 
Penguin Book of Animal Verse; Philippa Pearce, A Dog so Small (Puffin); 
Richard Adams, Watership Down (Puffin). 
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T 


In making recordings, on Synchrofax sheets or on tape, it is essential to preserve 
in the recorded text the pauses and intonation patterns of normal speech. Speech 
accent is not particularly important, but to slow down the speech so that every 
word has a pause after it is to destroy nearly all its yalue to the pupil. 


Chapter 4 


1 


Chapt 
1 


See Exploring Language (Edward Arnold), pp. 185—6. ‘Language in use always 
involves a context of language, a message to convey, a role in which to conyey 
it, and an audience to be addressed.’ When all four of these are specific, and 
this is recognized by the choice of a very particular variety of language, that 
variety may be said to be using a register. 

J. Hodgson, Improvisation (Methuen) 

R.M. Pemberton-Billing and J. Clegg, Teaching Drama (U EP) 

Brian Way, Education through Drama (Longman) 

P.and I. Opie, The Lore and Language of Schoolchildren (0.U.P.) 

P. and I. Opie, Children’s Games (O.U.P.) 

Teachers who do not know where to start with drama could 
their own pupils to tell them about, and demonstrate, lo: 
ground rituals. These books give a clear idea of what to 


begin by asking 
cal games and play- 
expect. 


er 5 ri 


There is a certain mystique about remedial teaching, 
isolating it from the classroom where its pupils norm; 
creates thejllusion that the face-to-face encounter be 
and pupil is unique. Certainly there are pupils who cai 
one-to-one basis, but the ordinary class teacher needs remedial skills as well. 
This need would point towards using peripatetic remedial Specialists not as sup- 
plementary teachers but as consultants and advisory support for other teachers, 
Le., for children of 11, average readers once a week, less successful readers 
more frequently. In either case this refers to the child reading to the teacher, 
not to the class. See Donald Moyle, The Teaching of. Reading (Ward Lock), 
pp. 122-4, 


Some indications of the basis of this view can be found, among much 
speculative material, in 

H. Levin and J.P. Williams, Basic Studies in Reading (Basic Books, N.Y.) 
Frank Smith, Understanding Reading (Holt, Rinehart, and Winston) 

K.S. Goodman, The Psycholinguistic Nature of the Reading Process (Wayne "s 
State University Press). 


which is fostered by 
ally work. This in turn 
tween remedial teacher 
n be helped only ona 


Chapter 8 


1 


B. Cane and J. Smithers underline the view of Most reading experts in 
Suggesting that to rely on phonics alone 
diversity of method and approach, 


The essential literature on this topic may be found in J. Reid (ed.), 


Reading: 
ck). One of the most useful collections of 
technical papers about reading, this antholo; 


gy contains particularly val 
Papers by the editor herself and by G.R. Roberts. acne 


3 ion Man: An 


Introduction to Integrated 
Studies 


4 Children Using Mathematics 
ADLE Report 


5 The Bible in the Classroom 
Alan T. Dale 


OXFORD UNIVERSITY PRESS 


ISBN 0 19 919057 7 


Instructing a 
up situations in 
. Full but un- 


training courses. 


Cover photographs by kind 
permission of Bishop Kirk ` 
School, Oxford Via 
" a pi . 


